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Ecological, Behavioral, and Curricular Interventions to Prevent Student Problem 
Behavior: An Approach to Implementing Effective Practices 
 
Lindsey Merritt 
 
Abstract 
 
While classroom management has been a highly researched topic in Applied 
Behavior Analysis, there are few empirically validated methods to effectively 
disseminate classroom techniques into school settings.  There are three main classroom 
management areas that exist in the literature.  These are: a) ecological factors, b) behavior 
principles, and c) curricular modifications.  These three areas have been researched 
independently and in combination to find best classroom management practices.  
Although these areas are highly researched, dissemination of these materials into public 
and private classrooms has fallen far behind.  However, researchers are finding specific 
variables that positively influence the success of programs in the environment.  These 
variables include: (a) selection, (b) coaching and consultation, (c) determining 
intervention outcomes based on data analysis, (d) contextual fit, (e) social validity, (f) 
time efficiency, and (g) treatment integrity.  The present study utilized these seven 
variables to train teachers how to create personal classroom management programs using 
ecological, behavioral, and curricular modifications.  Results indicate that the program 
was effective in training teachers how to create their own classroom management system.  
In turn, the classroom management system increased appropriate student behavior and 
decreased inappropriate student behavior. 
 
 
 
 
 
Chapter 1 
Introduction 
While specific classroom management interventions have been highly researched 
and proven effective, research shows these procedures are not successfully transferred to 
public classrooms.  Recent research suggests that many classroom management programs 
available to teachers lack important variables which hinder their success.  (Fixsen, 
Naoom, Blase, Friedman, & Wallace, 2005; Stage & Quioz, 1997).  Variables have been 
found to increase the effectiveness of classroom management program implementation, 
including social validity, coaching, consultation, and time efficiency.  However, many of 
these implementation variables are not available in existing classroom management 
programs, nor do they implement empirically validated strategies based on applied 
behavior analysis (National Advisory Mental Health Council Workgroup on Child and 
Adolescent Mental Health Intervention Development and Deployment, 2001).    
Several meta-analyses have revealed behavior analysis, as well as behavior 
therapy and cognitive behavior therapy, to be superior to psychotherapy methods in 
changing human behavior through behavioral interventions (Kazdin, Bass, Ayres, & 
Rogers, 1990; Weisz, Weiss, Alicke, & Klotz, 1987).  The term behavioral interventions 
describes strategies from behavior models including applied behavior analysis (ABA), 
social learning theory, cognitive behavior theory, and neobehavioristic S-R theory 
(Gresham, 2004).  Although interventions based on the principles of ABA have been 
proven effective, there is evidence showing teachers do not use the strategies 
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(Wielkiewics, 1995).  Several reasons for this dearth of teacher use are suggested 
including not being knowledgeable about strategies (Walker, 2004), lack of training 
(Kauffman & Wong, 1991), and selecting strategies based on preference and ease of 
implementation rather than empirical support (Gottfredson & Gottredson, 2001). 
A review of effective research-based classroom management literature reveals 
three main categories of interventions including curricular modifications, behavior 
principles, and ecological settings.  Curriculum modifications include: (a) changing the 
method of presenting a task or (b) adapting the content.  Behavior principles include: (a) 
classroom rules, (b) reward systems, and (c) disciplinary actions. Ecological settings 
consist of manipulating: (a) the place in which a behavior occurs, (b) the classroom or 
activity schedule, or (c) the person or group of peoples that the activity is associated with.  
These modifications and principles are used to improve classroom management.  
Empirically validated curricular, behavioral, and ecological strategies are summarized in 
Table 1. 
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Table 1.  Curricular, Ecological, and Behavioral Modification References 
Behavioral Intervention Background references 
 
Curricular Modifications 
       Task difficulty 
       Incorporate student interests 
       Task alternation (intersperse activities) 
       Modality (adapt presentation) 
       Format materials  
       Providing choices 
       Adapting student responses/modality 
       Adapting student responses/format/  
       materials 
 
 
 
Lannie & Martens (2004) 
Hinton & Kern (1999) 
Sailor, Guess, Rutherford, & Baer (1968) 
Pierce & Schreibman (1994) 
Neef, Trachtenberg, & Loeb (1991) 
Tiger, Hanley, & Hernandez (2006) 
Munro & Stephensen (2009) 
Armendariz & Umbreit (1999) 
Ecological Modifications 
       Where (adapt place) 
       When  (adapt schedule) 
       Who  (adapt staff or grouping) 
 
 
Weinstein (1977) 
Dooley, Wilczenski, & Torem (2001) 
Lelaurin & Risley (1972) 
Behavioral Modifications 
       Reward students independently 
       Reward students in small groups 
       Reward students in whole groups 
       Use 3-5 positively stated rules 
 
Robinson, Newby, & Ganzell (1981) 
Coen (2006) 
Filcheck, McNeil, & Greco (2004) 
McGinnis, Frederick, & Edwards (1995) 
 
 
Using these three categories of behavioral interventions, multi-component 
strategies have been created for teachers (De Martini-Scully, Bray, & Kehle, 2000; 
Mottram, Bray, Kehle, Broudy, & Jenson, 2002; Musser, Bray, Kehle, & Jenson, 2001; 
Stage & Quioz, 1997; Weisz & Hawley, 1998). Multi-component studies consist of two 
or more behavioral interventions from one or more categories.  Mottram et al. (2002) 
implemented a multi-component intervention using a multiple baseline across 
participants design with three male 7-year-old students diagnosed with oppositional 
defiant disorder.  Three 7-year-old boys not labeled as having oppositional defiant 
disorder served as a control in addition to the multiple baseline design.  Researchers used 
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classroom rules, token economy, response cost, and mystery motivators, which are all 
interventions in the behavior systems category, to decrease disruptive behavior among 
participants.  Response cost occurs when something is taken away from a person based 
on inappropriate behavior, and in return, decreases that behavior.  Mystery motivators are 
secret prizes that children can earn.  Results indicated that all three students’ disruptive 
behaviors decreased 40% to 43% and continued to stay low during follow-up when all 
treatment interventions were removed and data was taken for three weeks.  High 
treatment acceptability among teachers was indicated on the social validity scale after the 
study.  Teachers stated a desire to “incorporate the intervention into daily instructional 
practice.”   
Some of the key implementation components are: (a) selection, (b) coaching and 
consultation, and (c) determining intervention effectiveness through data analysis.  First, 
selection refers to the methods of choosing a qualified person to disseminate programs 
into the community to train teachers who will be implementing the program.  A qualified 
person refers to someone who has the knowledge about effective practices concerning the 
program, willingness to learn, good judgment, and should be selected according to these 
criteria.  Selection is important because effective training cannot be transferred to the 
trainee unless the trainer has the knowledge and the skills to teach the trainee. While 
there has not been much research involving selection, studies have shown that education 
and background, exchange of information, and role play/behavior vignettes were 
effective techniques used to train program staff (McDaniel, Whentzel, Schmidt, & 
Maurer, 1994).   
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Second, coaching and consultation has been proven to effectively increase 
teachers’ accurate implementation of programs into their classrooms.  Desired behaviors 
taught by coaching and consultation are heightened when the program trainer has been 
selected using the criteria from the previous paragraph.  Coaching techniques include 
modeling, role plays, discussions, question and answer sessions, and feedback.  Bennett 
(1987) found that teachers learning information by way of readings, lectures, and 
discussions had posttest scores that showed an effect size of .50.  When the information 
was given, along with demonstrations, practice, and feedback during practice, posttest 
scores increased to an effect size of 1.31.  These results indicate that demonstrations, 
practice, and feedback during practice were highly beneficial to the accurate 
implementation of new knowledge. 
Third, determining intervention outcomes based on data analysis refers to the 
range of data information that is used to make informed decisions about program 
outcomes (Fixsen, Naoom, Blase, Friedman, & Wallace, 2005).  Facilitative 
administration should be used to: (a) help teachers determine whether specific 
interventions are having the intended effects on the students, and (b) to determine the 
frequency and intensity of student’s behavior change.  This type of information is 
necessary so that interventions can be accurately monitored and manipulated to achieve 
desired student behaviors (Joyce & Showers, 2002). 
While there have been many scientifically valid multi-component interventions 
for classroom management, research on implementing these practices into the community 
has fallen far behind (National Advisory Mental Health Council Workgroup on Child and 
Adolescent Mental Health Intervention Development and Deployment, 2001).  
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Successful programs can only be achieved when scientifically based research is 
implemented effectively (Washington State Institute for Public Policy, 2002).  Fixsen et 
al. (2005) researched 743 articles pertaining to research implementation.  A review of the 
research reveals core implementation components that can be used to successfully 
achieve implementation of programs.   
While the key components that Fixsen et al., (2005) discuss help to support the 
transference of knowledge to the trainee, more variables have been found that help 
increase program acceptability which in turn increase the probability of continued use of 
the program after the trainer has left.  These include: (a) contextual fit, (b) social validity, 
(c) time efficiency, and (d) treatment integrity.  Contextual fit has been defined by Albin, 
Lucyshyn, Horner, & Flannery (1996) as the consistency of plan procedures with the 
values, skills, resources, and administrative support of those who must implement the 
plan.  Interventions created should be designed with the characteristics of the person for 
whom the plan was designed in mind, as well as specific variables, such as family values, 
and environment.  Deitrich (1999) emphasized the importance of paralleling the proposed 
intervention with current classroom practices to ensure treatment acceptability and 
“goodness of fit.”  If contextual fit is not achieved, the probability of teacher 
implementation after the trainer has gone decreases. 
Social validity refers to the way in which teachers, students, and the rest of society 
view the meaningfulness of the contents and goals in classroom management programs.  
Telzrow and Beebe (2002) found that teachers approve interventions that are more 
positive and easy for them to implement, such as modeling, coaching, or token 
economies.  When teachers perceive that the intervention addresses the problem 
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behaviors at hand, social validity of the intervention is said to be achieved.  Deitrich 
(1999) explains that treatment acceptability can be attained when contextual fit has been 
achieved and interventions have been created to coexist within existing classroom 
routines.  Social validity is an important variable in classroom management programs 
because it will increase the probability that teachers learning a program from a consultant 
will continue implementing a program after the consultant has left the classroom. 
Time efficiency refers to the amount of time a participant needs to spend learning 
a specific skill or skills in a program as well as the time it will take to incorporate these 
skills into their daily routines.  If a classroom management program takes to long to learn 
or a large amount of time to implement in the classroom, teachers may be less likely to 
learn or incorporate the program into their classroom.  In a previous study by Slider, 
Noell, & Williams, (2006) the researchers designed their program to be time efficient.  
They used three small training packages, instruction cards, and videotapes to instruct 
teachers how to use time out, praise, and instruction-giving.  The videotape consisted of 
role plays for each skill and a brief test on the videotape where the teacher had to identify 
which step was omitted from the role play.  All answers were given at the end of the tape.  
The video for each skill lasted about 15 to 25 minutes long.  The teacher could study 
these materials on their own time.  A multiple baseline including three preschool teachers 
was used to determine the training effects.  Each teacher was given a pre-test and post-
test and was observed in their classroom using these skills.  Results indicate that one 
teacher increased their pre-test score by 6.67% while two other teachers increased their 
pre test scores by 33.33%.  Results also indicated and increased use of the skills correctly 
in the classroom.  The time efficient training method characterized by the teacher’s 
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ability to study the manual and video when they wanted to, as well as the brief video clips 
and small instruction cards, may have been a variable in the teacher’s ability to learn the 
material and apply it to their classrooms.    
Treatment integrity refers to how closely the teacher adheres to following the 
interventions exactly as intended.  How well the interventions are carried out may 
positively affect the behavioral outcomes of the interventions (Gresham, 1989).  If the 
program is not being implemented with an acceptable degree of treatment integrity, then 
student disruptive behavior may not change, decreasing the social validity of the program 
and hindering the probability that the teacher will continue the program in the future.  A 
review of behaviorally based interventions published between 1980 and 1990 shows that 
only about 15% of the studies monitored treatment integrity (Gresham, Gansle, & Noell, 
1993).  If the interventions are not being implemented correctly it is harder to connect the 
dependent variable with the independent variable, therefore treatment integrity is a vital 
part to creating an effective classroom management program (Gresham, 2004).   
Furthermore, variables more specifically related to school settings have been 
found to increase the quality of school-based programs.  Payne (2009) polled 544 school 
principals to inquire about two types of school programs:  (a) individual-level programs 
consisting of prevention curriculum, instruction, or training, behavioral programming or 
behavior modification, counseling, social, psychological, or therapeutic activity, 
mentoring, tutoring, coaching, or job apprenticeship, and (b) environmental-level 
programs consisting of improvements to instructional practices, improvements to 
classroom organization and management practices, activities to change or maintain 
culture, climate, or expectations for behavior, intergroup relations and school-community 
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interaction, interventions involving a school planning structure or process to manage 
change, and youth participation in school discipline.  Surveys completed by principals 
indicated schools that were engaged in a program selection and training process at the 
local level are more likely to choose standardized environmental-level programs.  Also, 
programs were implemented with a greater intensity when principals were supportive of 
the programs and the programs could be integrated into normal school routines. 
Reid et al (2003) evaluated a program containing many successful training 
elements for supervisors of staff working in residential group homes.  The program, titled 
the Carolina Curriculum on Positive Behavior Supports, was developed under the 
auspices of the South Carolina Department of Disabilities and Special Needs and the 
Center for Disability Resources.  Supervisors participated in three days (seven hours each 
day) of classroom training.  During these trainings, supervisors learned 19 positive 
behavior support practices by lecture from a knowledgeable instructor, paper and pencil 
activities, role-play demonstrations, and instructor feedback.  On the fourth day, 
instructors observed supervisors on-the-job to ensure supervisors were performing skills 
taught in the class at mastery level.  If mastery level was not observed on-the-job, the 
instructor provided feedback and observations continued until supervisors mastered the 
skills.   Supervisors then participated in a fourth class, which was seven hours long, 
before completing the program.  Supervisors were evaluated on how well they performed 
and trained residential staff on each of the 19 positive behavior support practices.  A one-
month follow-up probe was conducted by on-the-job observations. 
Results indicated that 17% of supervisors participating in the program met 
mastery criterion for the observational skills during a pre-test.  33% of supervisors met 
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mastery criterion for training staff members during a pre-test.  During the post-test probe, 
100% of supervisors met mastery criterion for observational skills and training staff 
members on the 19 positive behavior support practices.  In addition, 95% of supervisors 
attending the program reported the training to be very useful.   99% of supervisors said 
they would recommend this program to other supervisors. 
The Carolina Curriculum on Positive Behavior Support uses a knowledgeable 
instructor, coaching, consultation, and data analysis to determine the effectiveness of 
skills training on supervisors.  Also, the program contains high scores of social validity.  
However, there are a few limitations.  This program only uses one follow-up probe to 
ensure treatment integrity of the skills learned.  Also, there is no evaluation as to whether 
or not implementation of the positive behavior support practices by staff members 
increases appropriate behaviors in the residential settings.  Furthermore, this program 
consumes a weeks worth of valuable supervisor’s time to complete.     
Given the wealth of information on effective classroom management 
interventions and key components for successful programs and implementation, there are 
few readily available classroom management programs for teachers (Reid, Webster-
Stratton, & Hammond, 2003; Dishion & Andrews, 1995).  Two classroom management 
programs, CHAMPS and The Incredible Years Program, have been implemented in 
school systems (The School Board of Broward County, Florida Office of the Interim 
Superintendent, 2007; Reid, Webster-Stratton, & Hammond, 2003). 
School districts can buy the CHAMPs program to train hundreds of teachers in 
the district by using manuals and a one day workshop to inform teachers how to use the 
classroom management program.  Consultants will also provide individual teacher 
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consultation in the classroom, although it is unclear how long services are provided or for 
how many hours the consultant provides this service in the classroom. Some school 
districts may opt for specific teachers to engage in the CHAMPs program.  For instance, 
the Broward County, Florida School District used the CHAMPs program to train 
incoming teachers.  Only 70 out of 813 teachers trained in the 2006-2007 school year had 
11 or more years of teaching experience. Teachers interested in the program who are not 
in a district already using the CHAMPs program can purchase two CHAMPs books on 
classroom management for 90 dollars.    
While the CHAMPs program does not have any empirically validated research 
conducted on the program, there is some evidence of the program’s success worth noting 
from the program completed by teachers in Broward County, Florida as well as some 
potential downfalls to the program’s implementation.  Through the collection of data as 
noted earlier, researchers found that teachers completing a pre and post-program survey 
of their perceptions of classroom management knowledge increased their perceptions 
from 2.5 to 16 points on a 20 point scale.  Also, 17 teachers were observed pre and post-
program.  Their implementation of CHAMPs classroom management techniques 
increased from 29.1% to 51.2%.  It should be noted that the one-group research design 
used to collect this data does not control for any environmental variables that may have 
had an effect on the implementation of classroom management. The CHAMPs program 
has collected information via an on-line survey from teachers that have completed the 
program.  Survey results indicate that 92% of teachers surveyed thought the objectives 
were clearly stated, 90% thought the content was well organized, and 88% thought the 
instructors were effective in delivering the content.  56% of teachers surveyed indicated 
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that follow-up activities were not helpful.  In a 2006-2007 CHAMPs evaluation report, 
the superintendent states that they will look into why the follow-up activities received 
such a low rating and try to make changes to increase the effectiveness of follow-up 
activities.  While the CHAMPs program seems to have high social validity and what little 
research has been done looks promising, research using sound research designs, such as 
group designs or multiple baselines across subjects should be used to further validate 
program effectiveness. 
    Only two research articles, which happened to be conducted by the creator of 
the Incredible Years Program, were found (Reid, Webster-Stratton, & Hammond, 2003; 
Webster-Stratton, Reid, & Hammond, 2004).  Reid, Webster-Stratton, & Hammond 
(2003) explored the Incredible Years program’s effectiveness on students, ages 4 to 7, 
with oppositional defiant disorder by investigating two year follow-ups. Each child was 
randomly assigned to parent training, parent plus teacher training, child training, child 
plus teacher training, parent plus child plus teacher training, or a waitlist for control.  For 
the purpose of this study, only the parent training plus teacher training, child plus teacher 
training, and parent plus child plus teacher training will be assessed.  The results 
indicated that treatment response during school was most effective with the child training 
plus teacher training.  Parent training plus teacher training resulted in no effect and parent 
training plus child training, plus teacher training had a 16% increase in child appropriate 
behavior at school.  Besides the Incredible Years program, some of the reasons for the 
increases in student appropriate behavior may be the introduction of new therapies during 
the two year period.  49.5% of the children received medication, 39.6% were placed in 
special education, and 26.7 became involved with child therapy during those two years.  
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These confounds may discredit the Incredible Years program as being the sole change 
agent for student behavior.  
  The Ecological- Behavioral-Curricular (EBC) process. was designed to closely 
resemble University of South Florida’s Prevent-Teach-Reinforce (PTR) project, which 
utilized ABA principles and positive behavior supports that are effective yet easy to do in 
a typical classroom context.  The program used a randomized controlled trial to evaluate 
whether it was a more effective behavioral intervention than “services as usual.”  The 
PTR program was funded by the U.S. Department of Education (H324P040003) and was 
developed to help school-based teams develop robust behavior support plans on a tertiary 
level (University of South Florida & University of Colorado at Denver, 2006). Research 
is currently being implemented to help standardize the PTR program.  
  During the PTR program, teachers met individually with consultants that had 
knowledge about applied behavior analysis.  Meetings were conducted on the teacher’s 
school campus. The process was based upon teacher identification of one student with 
severe behaviors which hindered their success in the classroom.  A team comprised of a 
teacher, consultant, and any other significant person in the targeted child’s life that 
wanted to join the team was created.  Team members participated in five meetings that 
addressed:  (a) teaming, (b) goal setting, (c) functional behavioral assessment, (d) training 
and coaching, and (e) evaluation.  A manual with chapters directly relating to each 
meeting topic helped the teacher identify academic, social, and behavioral goals, 
functions of problem behaviors, and relevant interventions to help decrease disruptive 
behavior.   
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 There are several articles that validate PTR’s success in effectively guiding school 
staff through developing a behavior support plan and effectively coaching school staff on 
how to implement the behavior support plan in the classroom.  In addition, the behavior 
support plan effectively decreased disruptive behavior and increased appropriate behavior 
within the children targeted. (Dunlap, Iovannone, Wilson, Kincaid, and Strain 2010; 
Dunlap, Iovannone, Wilson, Strain, & Kincaid 2010; Iovannone et al 2009). 
 The PTR process was chosen as a model when developing the EBC process due to 
PTR’s core key components in which research states are crucial to an effective program.  
These include:  (a)  PTR’s use of a qualified consultant having knowledge of research 
based behavioral practices to guide teachers, (b) PTR’s use of coaching and consultation 
to educate teachers on how to correctly implement behavioral strategies in their 
classroom, and (c) PTR’s use of data analysis to evaluate the effectiveness of the support 
and make changes.  In addition, the PTR process was designed to involve teachers in all 
steps of developing and implementing the behavior support plans to increase the 
likelihood of contextual fit, social validity, and treatment integrity. 
The EBC process incorporated a prescriptive, teacher driven approach to develop 
and implement classroom management interventions. These included helping the teacher 
identify classroom goals, understand their strengths and weaknesses in classroom 
management, and integrate teacher ideas into a new classroom management program.   
The program was designed to be as time efficient as possible with five meetings located 
in the teacher’s choice of setting and time lasting approximately one hour for each 
meeting.  Teachers learning the process were expected to collect data on a daily basis to 
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help guide their classroom management interventions.  There were two research 
questions. 
   1. Could the EBC process effectively coach teachers to increase or improve 
classroom management techniques? 
  2.  Does this improvement of classroom management skills increase student task 
engagement?  
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Chapter 2                                                                
 
Method 
 
The present study intended to explore two questions: (1) whether teachers can 
improve their use of classroom management interventions using the EBC Process Manual 
coupled with guidance from a researcher and (2) whether the improvement of classroom 
management skills increase student task engagement.  This section will include the 
method in which the study was conducted and each participant’s classroom management 
plan. 
Participants 
Schools.  Participants in the study were from two elementary schools located in 
two Central Florida area public school districts.  Using each school districts’ website, 
thirty schools located closest to the researcher’s residence were identified.  The 
researcher communicated with each school’s principal by phone to secure permission to 
recruit teachers.  If a principal indicated interest, a recruitment letter (Appendix B) for 
dissemination to teachers was provided to the principal. The principal could choose to 
receive an electronic version of the letter or a hard copy.  A flyer (Appendix A) 
highlighting participants potential positive outcomes in the study was also given to 
schools contingent upon their willingness to post them around campus in high traffic 
areas such as the teacher lounge.  The researcher’s goal was to recruit between three to 
five teachers from at least two different schools.  Of the 30 schools contacted, 11 schools 
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were willing to let the researcher post fliers and send out recruitment information via e-
mail.   
Teachers. Three teachers from two school districts responded to the recruitment 
letter.  After being provided a description of the study, one teacher decided not to 
participate. A third teacher in a different school district was recruited by word of mouth 
from a committee member.  All three teachers were White females who taught general 
education students and were the primary academic instructors for their students.  Two 
teachers were located in rural schools, while the third teacher was located in a suburban 
school.  Table 2 displays teacher and classroom demographic information. 
Table 2.  Teacher and classroom demographics 
 
Teacher 
 
Degree and 
Certificate 
 
Years 
Exp 
 
Grade 
Taught 
 
Class 
size 
 
Number 
typically 
developing 
children 
 
Number 
children 
with 
disabilities
 
Jill 
 
Bachelors/Standard 
Certificate 
 
2 2 16
 
15 1
Amy Bachelors/Standard 
Certificate 
 
20 1 18
 
18 0
Nancy Masters/Standard 
Certificate 
 
1 K 23
 
23 0
 
Consent.  Prior to beginning the study, informed consents/assents approved by 
the researcher’s university Institutional Review Board was obtained for all potential 
teacher participants.  In addition, approval to conduct the study in the schools was 
granted from each districts’ research approval office.  Teachers who responded to the 
recruitment flyers met with the researcher to receive an explanation of the project.  
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Teachers who agreed to participate signed the informed consent document (see Appendix 
C) 
Ecological, Behavioral, Curricular Pre-Screening Measure (EBC). The EBC 
measure is an instrument that examines teacher use of  pre-existing empirically validated 
ecological, behavioral, and curricular strategies during targeted routines.  The measure 
was used to determine whether the three participating teachers qualified for inclusion in 
the study.  If the teacher was using 50% or less of the strategies listed in the EBC, she 
was eligible to be included in the study. Each teacher identified a classroom routine in 
which they experienced the most disruptive behavior from their students (e.g., math, 
reading groups, centers).  A data collector completed the EBC based on an observation of 
the targeted activity.  Pre-screening results indicated that all three teachers met the 
requirements for participation in the study.  A more in depth description of the EBC 
Classroom Pre-Screening Measure will follow in the measures section. 
Procedure 
 Materials.  Each teacher received a user friendly manual titled the Ecological 
Behavioral Team Manual (see Appendix K).  The EBC Guide helped facilitate teachers 
through the intervention. This manual was adapted from two others: (a) Prevent-Teach-
Reinforce: The School-Based Model of Individualized Positive Behavior Support, 
(Dunlap et al (2010); and (b) the Classroom Positive Behavior Support Team 
Consultation Guide (Florida’s Positive Behavior Support Project, 2007).  The manual 
consisted of four chapters aligned with the five-step EBC process including: (a) 
Overview of EBC-Initial Meeting, (b) Chapter 1-Classroom Management Goal Setting, 
(c) Chapter 2-Classroom Management Strategies; and (d)  Chapter 3 –Data-Based 
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Decision Making.  Each chapter included content related to the topic, examples of 
classroom implementation and homework assignment templates.   
Meetings 
The EBC process consisted of five individual teacher/researcher meetings 
conducted in the teacher’s classroom.   
Meeting 1: Initial Meeting.  During the Initial Meeting teacher manuals were 
handed out by the researcher, and a written copy of teacher and researcher expectations 
was reviewed and signed by both parties.  This meeting was estimated to last 60 minutes.  
Each teacher was asked to identify a specific daily routine in which their students were 
most disruptive, displaying externalizing behaviors.  The researcher gave them behavioral 
examples such as students acting disinterested, loudly talking without permission, not 
participating in class, and being out of area.  Next, the teacher and researcher discussed 
specific behaviors within the routine that the teacher wanted to address.  Each teacher 
chose one behavior to decrease and one behavior to increase.    
After identifying the target behaviors, the researcher guided the teacher in setting 
up a daily data gathering instrument, the Behavior Rating Scale (BRS) (Kohler & Strain 
1990).  The BRS is a five-point Likert scale that allows a teacher to evaluate their 
perception of behavior occurrence.  When guiding the teachers to set up the BRS, the 
researcher asked questions about the current estimation of occurrence of each targeted 
behavior. Problem and appropriate behaviors had different anchors on the BRS.  For 
problem behaviors, an anchor of “3” represented the estimate of behavior occurrence on a 
typical day, “5” represented, a very bad day, and “1 represented” a reasonable goal or a 
great day.  For appropriate behaviors, an anchor of “3” remained the same.  However, a 
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“5” represented a reasonable goal or a great day and a “1” represented a very bad day.  
Table 3 lists the behaviors each teacher targeted for the BRS.  Tables 4, 5, and 6 list the 
anchors Jill, Amy, and Nancy chose, respectively.  Lastly, the researcher verbally 
reviewed the homework for the next meeting and answered any questions the teachers 
had.     
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Table 3.  Target behavior definitions for the behavior rating scale 
 
Teacher 
 
Behavior definitions 
 
Jill 
 
1.  Talking- During the math lesson, score the number of times you have to  
redirect the class from talking.  When the teacher is giving instructions, no  
children should be talking unless the teacher gives them permission.  When  
the children are completing the lesson, they are allowed permission to talk.   
However, if the children are not talking about information related to the  
assignment and are verbally redirected by the teacher, score this as talking 
 
2.  Participation-  Count a child as participating in the math lesson if they  
raise their hand to respond to a question given by the teacher, or provide a  
comment related to the lesson.  Also, score the child as participating if they  
use their white board to solve problems and hold up for the teacher to see  
when she asks for the answer. 
 
Amy 1.  Talking-  Score the number of times students had to be redirected per  
minute to get back on task due to off topic talking and/or talking above a  
quiet voice during literacy centers 
 
2.  Following directions-  Score the number of times students had to be  
redirected per minute to follow directions due to being out of their assigned  
area, working on a task unrelated to the assignment, or staring into space. 
 
Nancy 1. Talking-  Circle the appropriate number that corresponds to the 
percentage of time students in the class call out during instruction time 
without permission and/or talks to other students during the writing 
lesson without permission from the teacher. 
 
2. Hand raising-  Circle the appropriate number that corresponds to the  
percentage of time students in the class raise their hands to ask a question or 
respond to a question asked by the teacher.  If the student raises their hand  
and calls out at the same time, do not count this as a hand raise. 
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Table 4.  BRS anchors for Jill 
 
Behavior 
 
Rating 
 
Definition 
 
Talking 
 
5 
 
4 or less verbal redirects from teacher to stop talking 
 
 4 5 to 10 verbal redirects from teacher to stop talking 
 3 9-15 verbal redirects from teacher to stop talking 
 2 14-20 verbal redirects from teacher to stop talking 
 1 21 or more verbal redirects from teacher to stop talking 
Participation 1 9 or more students participated during math 
 2 7-8 students participated during math 
 3 5-6 students participated during math 
 4 3-4 students participated during math 
 5 Less than 3 students participated during math 
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Table 5.  BRS Anchors for Amy 
 
Behavior 
 
Rating 
 
Definition 
 
Talking 
 
5 
 
Teacher redirected students from talking 1 time every 12 
minutes or longer 
 
 4 Teacher redirected students from talking 1 time every 10 to 
12 minutes 
 
 3 Teacher redirected students from talking 1 time every 7 to 
9 minutes 
 
 2 Teacher redirected students from talking 1 time every 4 to 
6 minutes 
 
 1 Teacher redirected students from talking 1 time every 3 
minutes or less 
 
Following 
directions 
 
1 Teacher redirected students to get back on task 1 time 
every 13 minutes or more 
 2 Teacher redirected students to get back on task 1 time 
every 11 to 12 minutes 
 
 3 Teacher redirected students to get back on task 1 time 
every 9 to 10 minutes 
 
 4 Teacher redirected students to get back on task 1 time 
every 7 to 8 minutes 
 
 5 Teacher redirected students to get back on task 1 time 
every 5 to 6 minutes 
 
Table 6.  BRS Anchors for Nancy 
Behavior Rating Definition 
Talking 5 20% or less 
 4 21% to 40% 
 3 41% to 60% 
 2 61% to 80% 
 1 81% or more 
Hand Raising 1 86% or more 
 2 71% to 85% 
 3 56% to 70% 
 4 40% to 55% 
 5 Less than 39% 
 
Activities between Meeting 1 and Meeting 2.  The researcher prepared an 
electronic version of the BRS and distributed the BRS to each teacher with instructions to 
begin collecting data on the same day.  Between Meeting 1 and Meeting 2 each teacher 
was asked to identify broad goals.  Teachers used a blank table template which included 
space for teachers to write one broad goal for each category: (a) ecological, (b) 
behavioral, and (c) curricular (see Appendix K, Chapter 2).  Underneath each broad goal 
there was space for the teacher to define particular dimensions of the behavior that they 
would like to increase and decrease. For example, an ecological goal might be that the 
teacher would like students to decrease the amount of trash thrown on the floor during 
center time.  A specific goal to increase might be to have the children throw the trash 
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away in their assigned trash cans.  A specific goal to decrease might be that the children 
will stop throwing small pieces of paper into the isles.    
The researcher observed the targeted activity before the second meeting to 
become familiar with the current classroom management plan.  Here, the researcher rated 
the EBC classroom assessment themselves and took notes on student behavior and 
classroom atmosphere.    
Meeting 2: Goal Setting.  The purpose for this meeting was to review the 
ecological, behavioral, and curricular goals each teacher selected.  This meeting was 
estimated to last 60 minutes.  Also, information was discussed to inform the teacher of 
their current classroom management practices and to explain how to use the information 
in Chapter 2 to choose classroom management strategies that would benefit their 
classrooms.   Homework was reviewed to identify teacher goals and ensure that the 
teacher chose goals relevant to its ecological, behavioral, or curricular category.  If the 
goals were not relevant to the category, the researcher helped the teachers modify the 
goals.  The researcher then explained the homework for Meeting 3.  This included 
reading a description about the interventions available across the three categories: (a) 
curricular, (b) ecological, and (c) behavior systems.  To help guide the teachers on which 
interventions may work best for their classroom, a copy of their EBC pre-screening 
assessment results was given to them so they could view categories in which they 
obtained the lowest scores.  The teachers were instructed to rank order a minimum of 
three strategies within each category.  The teacher rated these strategies from 1 to 3, with 
a “1” being the most preferred strategy   Although teachers could select any strategies 
within each category, they were mandated to select  the strategy of providing 3 to 5 
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positively stated rules under the category of Behavior Systems. This strategy was 
mandated to help increase student knowledge of expectations in the classroom. Before 
ending the meeting, the researcher asked the teacher if there are any questions. 
Meeting 3: Classroom Management Strategies.  The purpose of Meeting 3 was 
to discuss teacher and researcher selected strategies ranked under each of the three 
categories and create a classroom management plan.  This meeting was estimated to last 
90 to 120 minutes.  The teacher and researcher compared the ecological, behavioral, and 
curricular strategies they chose.  Strategies ranked the highest by both parties and which 
related to sections of the EBC Pre-Screening Measure earning low scores were chosen.  
After determining the strategies that would be implemented in the classroom, the 
researcher gave the teacher suggestions on how it might be implemented in her context.  
For instance, a teacher might choose “incorporate student interests” from the curricular 
category.  The teacher and the researcher would brainstorm ideas on how the strategy 
may look in the teacher’s classroom.  This would include identifying student interests, 
determining in which situations they would be incorporated and the method for doing so.   
The brainstorming method was used for each intervention selected under each of the 
three categories.  Any materials needed for implementing the proposed interventions 
were discussed and development of the materials was assigned to either the researcher or 
the teacher.  The researcher was assigned to purchase any needed materials.  Table 7 
displays the ecological, behavioral, and curricular strategies chosen for implementation 
by the teacher and researcher at the conclusion of Meeting 3.  A more in depth 
description of each teacher’s classroom management plan will be discussed following the 
meeting summaries. 
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Table 7.  Strategies used during intervention 
Teacher 
Ecological 
Interventions 
Behavioral 
Interventions 
Curricular 
Interventions 
 
Jill 
 
 
 
1.  Where 
 
1.  3 to 5 positively stated rules 
2.  Independent 
3.  Group 
 
1.  Provide Choices 
2.  Incorporate 
student interests 
 
Amy 
 
 
1.  When 
 
1.  3 to 5 positively stated rules 
2.  Group 
 
None 
 
Nancy 
 
 
 
1.  Where 
 
1.  3 to 5 positively stated rules 
2.  Independent 
3.  Group 
 
1.  Modality 
2.  Adapting student 
 responses or output 
 
 
Activities between Meeting 3 and Meeting 4.  The researcher created an 
electronic version of the classroom management support plan, and created the coaching 
checklist for the teacher.     
Meeting 4: Coaching.  The purpose of this meeting was to ensure that the plan 
was written accurately and that the interventions would be implemented as intended.  
This meeting was estimated to last 45 to 60 minutes.  The researcher corrected any errors 
on the classroom management support plan and coaching checklist by crossing out errors 
and writing in the correct information.  The coaching checklist was a chart consisting of 
each step to the teacher’s new classroom management plan and possible methods of 
training (i.e. verbal discussion, Q&A, role-playing, and/or modeling).  The researcher 
used the coaching checklist to train the teacher in implementing the strategies by 
explaining each step of the proposed classroom management intervention.  While 
reviewing the coaching checklist, the researcher checked of the specific method of 
training used with the teacher.  The teacher demonstrated understanding of each step by 
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verbally reciting the steps correctly, role-playing each step, or a combination of both.  
The researcher also used the coaching checklist to mark whether or not the teacher 
accurately recited or role-played each step.  Coaching was considered finished after the 
teacher accurately demonstrated all of the classroom management steps.   
Coaching assistance.  The purpose of coaching assistance was to ensure teachers 
were implementing the classroom management plan with high fidelity.  Coaching 
assistance was provided by the researcher on the first day the teacher began the 
intervention.  Revised versions of the coaching checklist and classroom management 
support plan were distributed to the teachers on the first day of coaching assistance. The 
researcher observed the teacher implementing the intervention during the targeted activity 
and offered verbal feedback on the teacher’s performance.  A minimum of two fidelity 
measures were taken by the consultant on two separate days.  Teachers obtaining fidelity 
scores of 80% on two consecutive measures graduated from the coaching stage and 
moved into post-test. If the teacher obtained a fidelity score less than 80%, the researcher 
verbally offered constructive feedback once the targeted activity was finished.  If the 
teacher received 12 hours of coaching without reaching 80% or higher on their fidelity 
checklists, the consultant ended the coaching phase and begin post-test.  Coaching 
stopped at 12 hours for practical reasons.  Since this process was designed to use widely 
throughout school districts, it would not be practical for a researcher to spend more time 
with a teacher who was not implementing the plan.  This extra time might take away 
from another teacher in need of help.    
Meeting 5:  Data Based Decision Making. The purpose of the final meeting was 
to evaluate and monitor the effectiveness of the interventions and to discuss next steps.  
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This meeting was estimated to last 30 minutes.  Due to the hectic teacher schedules at the 
end of the year, two teachers opted to have the final meeting via e-mail with the 
researcher, while one teacher met face-to-face with the researcher.  The researcher gave 
each teacher a computer generated copy of their BRS graphs, analyzed the BRS data, and 
instructed the teachers to continue using the scale to monitor the effectiveness of their 
classroom management programs.  Fading procedures for token economies were 
discussed with teachers who chose to implement token economies as part of their 
classroom management plan.  
 All three teachers, Jill, Amy, and Nancy, participated in the EBC meetings and 
created a new classroom management plan with help from the researcher.  A more in 
depth description of each teacher’s classroom management plan is described below.  
Case 1: Jill 
During the initial meeting, Jill chose to target math time as the activity in which 
she experienced the most student disruptive behavior.  The math lesson occurred daily at 
noon immediately following lunch.   Jill taught her children a math lesson or reviewed 
previous lessons using whole group instruction during the first half of the math period.  
Students worked independently on math worksheets for the remainder of the math period. 
Next, Jill targeted student talking as her behavior to decrease on the BRS and 
student participation as the behavior to increase on the BRS.  Definitions of these 
behaviors can be seen in Table 4 in Appendix I.   Table 5 in Appendix I displays BRS 
anchors for Jill. 
Ecological Strategies.  Jill chose to use the ecological strategy “Where” to move 
student desks into a position where all students could have easy access to the overhead 
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projector and where she could easily view each child.  Student desks were formed into a 
“U” shaped pattern with the open end facing the board where the teacher often stood 
when teaching the class. 
Behavioral Strategies.  Next, in the behavioral category, she created three rules 
for math time.  These rules were: (a) talk about math during math, (b) participate in class, 
and (c) stay on task.  Each rule and definition was printed on a 4” by 5.5” piece of 
laminated construction paper.  Students were responsible for keeping the rules in their 
desks when the math activity was over.  The teacher reminded students to take the rules 
out of their desks put them on top of their desks at the beginning of the math activity. 
Jill also chose the “Independent” strategy.  Each child was able to earn tokens in 
the form of fake $1.00 bills during the math lesson if they were caught on task.  Tokens 
were given to students on a classroom-wide intermittent reinforcement schedule where 
children had the opportunity to earn tokens three times during the math lesson.  Jill also 
either provided verbal praise or made a verbal comment to the entire class about the 
child’s behavior simultaneously when handing out the tokens. Each student was able to 
earn multiple tokens during each math lesson. When a student accumulated five tokens, 
they could choose an item from the treasure chest.  Items in the treasure chest were 
chosen based on a preference assessment conducted by having each student write down 
their favorite candy and an item they would like to see in the treasure box.  Children were 
able to exchange their tokens for a prize from the treasure box immediately following the 
conclusion of the math lesson. 
Next, Jill chose the group strategy in the behavioral section.  She copied the class 
roster and kept it near her when she was teaching the math lesson.  Each time a student 
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participated by raising their hand to ask or answer a question, commented about math, or 
worked out math problems on their dry erase boards, the teacher would cross out their 
name on the roster.  At the end of the lesson, the teacher checked the roster to see if every 
student present for the lesson participated.  If all present students participated, the class 
would earn five minutes of free time at the end of the lesson to talk with friends.   
Curricular Strategies.  In the curricular category, Jill provided choices to her 
students by allowing them to select the order in which they could complete independent 
math work and by allowing them to choose where to sit during independent math work.    
On some occasions, the teacher allowed the students to choose a partner to work with.   
Lastly, Jill chose the curricular strategy “incorporate student interests into the 
lesson.”  Jill identified wrestling, football, and Hannah Montana as some of her students’ 
interests.  She used these themes to come up with math problems used during whole-
group instruction.   For example, Jill put this problem on the overhead projector and had 
the class use dry erase boards to solve the problem: a Hannah Montana fan wants to buy a 
ticket to see her in concert.  The tickets cost $80.50.  She gives them $100.00.  How 
much should she get back in change?” 
Case 2:  Amy   
During the initial meeting, Amy identified daily literacy centers at 10:00 a.m as 
the time of day she experienced the most disruptive behavior from her students.  During 
the beginning of literacy centers, Amy explained the activities in each center and gave 
students instructions for completing their work.  Then, the students independently 
completed a mandatory, or “must do,” worksheet before going to centers.  Students were 
allowed to choose what center they wanted to complete provided there was an empty 
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chair at the center.  Students rotated to another center after completing that center’s 
assignment.  This occurred until literacy centers were over.  
Next, Amy targeted student talking as her behavior to decrease on the BRS and 
following directions as the behavior to increase on the BRS.  Definitions of these 
behaviors can be seen in Appendix I.  During baseline, Amy rated her children highly on 
the BRS for following directions (the children were following directions better than 
previously estimated).  The anchors on the BRS were changed to ensure that a “2” 
reflected a typical day.  However, after the anchors were changed, Amy continued to 
highly rate following directions.  Definitions of targeted behaviors can be seen in Table 4 
in Appendix I.   Table 6 in Appendix I displays BRS anchors for Amy. 
 Ecological Strategies.  Amy chose to implement the ecological strategy “when” 
by having each student carry a self-monitoring checklist during literacy centers.  During 
literacy centers, students independently worked at their desks on a “must do” activity.  
Then they circulated around four centers to complete other activities related to the current 
academic theme.  The self monitoring checklist contained seven steps students needed to 
check off when circulating through centers.  The first step was “Must Do work is 
complete.”  The next five steps had to do with centers.  These were:  (a) choose a center, 
(b) trash is thrown away, (c) materials are put away (d) materials are neat, and (e) chair is 
pushed in.  Before leaving each center, each student was required to fill out the checklist.   
The last item on the checklist “folder is back in desk” was to be completed when centers 
were finished.  When literacy centers were over Amy viewed each student’s checklist as 
she collected them.  Then she inspected each center to ensure that they were neat and tidy 
and that everyone had put their folders away.   
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 Behavioral Strategies.  Amy already had four positively stated rules posted in 
two easily visible places around the classroom prior to the study.  Her rules included:  (a)  
keep hands and feet to self,  (b) show respect to everyone, (c) be responsible, and (d) use 
self-control.  During intervention, these rules were posted onto the backs of the self-
monitoring checklist as an extra reminder to students.  Amy reviewed the rules during the 
beginning of literacy centers each day.   
Amy chose the “group” strategy in the behavioral category.  If all students used 
the checklist and centers were neat and tidy following the conclusion of literacy centers, 
students were allowed to play the spelling bee game immediately following literacy 
centers for approximately 10 minutes.  Amy chose a spelling bee as a reinforcer because 
her students enjoyed playing the game and asked for it often. 
Case 3:  Nancy 
During the Initial Meeting, Nancy chose to target writing block as the time of day 
she experienced the most disruptive behavior from her students.  Writing block occurred 
daily at 9:10 a.m.  During this activity, students received whole group instruction while 
being seated on a carpet facing the teacher and dry erase board.  After the whole group 
instruction, students independently completed writing assignments at their desks. 
Next, Nancy targeted student talking as her behavior to decrease on the BRS and hand 
raising as the behavior to increase on the BRS.  Definitions of these behaviors can be 
seen in Table 4 in Appendix I.   Table 7 in Appendix I displays BRS anchors for Nancy. 
Ecological Strategies.  Nancy’s intervention during writing block included one 
ecological strategy, “where.”  A new seating pattern was created during instructional time 
on the carpet.  Children were seated in two half moon shaped rows, one in front of the 
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other, around the teacher.  Nancy also separated students whom she frequently had to 
redirect from talking during instruction time by placing them at opposite ends of the 
seating arrangement   
Behavioral Strategies.  Nancy also created three positively stated rules for the 
writing block.  These include: (a) sit Indian style or sit in your chair, (b) raise your hand 
to answer or ask a question, and (c) only talk to your neighbor if the teacher says it’s OK.  
Each rule was written and included a picture beside it to describe the rule.  There was a 
picture of a girl sitting Indian style and a girl sitting in her seat to describe the first rule.  
There was a picture of a student raising her hand to describe the second rule and a picture 
of students attentively looking at a teacher with their mouths closed to describe the third 
rule.  A list of the rules, along with their pictures, was posted on the dry erase board, 
which was centered right in front of the children during instructional time on the carpet.  
Rules were also posted at each cluster of desks for the children to view when completing 
writing assignments at their seat.  A cluster of desks included four desks pushed together 
to complete a square.  The rules were posted on both sides of a triangle-shaped display 
and remained in the area where all four corners of the desks touched. 
Nancy also chose “independent” and “group” in the behavioral category.  Using 
the “independent” strategy, Nancy would reinforce children raising their hands during 
writing block by giving them a high five when she called on them.  Each time Nancy 
gave a student a high five, she also used specific praise, such as “awesome hand.”  
Students were reinforced in a group if the teacher rated the students as talking 
only with permission during at least 80% of the writing block.  If students met this 
criterion they were praised by the teacher and allowed “talk time” immediately following 
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the writing block where they could freely talk to their neighbors for two minutes as long 
as they used a normal voice level.   
Curricular Strategies.  In the curricular category, Nancy chose “modality” and 
“adapting student responses or output.”  The teacher assigned helpers to assist the teacher 
during instruction time when possible.  Nancy used a student helper at least twice during 
the writing block each day.  Some duties included children collecting or distributing 
materials to classmates and students holding materials to show the class.  Nancy adapted 
student output by asking questions or asking students to make statements relating to the 
writing lesson at least once every five minutes.  Nancy used this strategy during group 
instruction time on the carpet. 
Measures 
Teacher Measures.  During the initial meeting, the researcher gave each teacher  
a packet that included a modified version of the Questionnaire about Teachers and 
Challenging Behaviors (Westling 2004) and excerpts from the Teacher/Classroom 
Survey (adapted from the PTR study; Iovannone et al., 2009).  The researcher briefly 
explained the purpose of the surveys and instructions on how to complete them.  
Teachers were asked to complete these surveys in the absence of the researcher and prior 
to the next meeting.  Information gathered from these surveys helped identify similarities 
and differences between each participant.  A social validity measure (adapted from 
Reimers & Whacker 1988), and the Teacher’s Sense of Efficacy Scale (Tschannen-Moran 
& Hoy 2001) were given to teachers at baseline and post-test.  Information gathered from 
these surveys was used to identify differences in teacher beliefs following the 
intervention.  The packet of baseline measures was collected by the consultant prior to 
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the chapter 2 meeting and the post-test measures were given to the teacher within 1-2 
days of reaching their final fidelity.  Table 4 displays the times when the measures were 
given. 
  Questionniare about Teachers and Challenging Behaviors.  The Questionnaire 
about Teachers and Challenging Behaviors (Westling 2004) gathered student and teacher 
demographic information including the number of students displaying challenging 
behaviors (see Appendix E).  This survey gathered information pertaining to teacher 
beliefs about challenging behavior, professional preparation for dealing with challenging 
behavior, teacher confidence in their ability to deal with challenging behavior, current 
strategies used for dealing with challenging behavior, and effects of challenging behavior 
on teachers and their students.  The measure used a 5- point Likert scale with a “5” 
representing “strongly agree,” a “3” representing “do not agree nor disagree,” and a “1” 
representing “strongly disagree.”  Teachers independently filled out this survey by 
circling the Likert scale number that best represented their beliefs.   
Teacher/Classroom Survey.  The Teachers/Classroom Survey (adapted from the 
PTR study; Iovannone et al., in press) was a set of 14 questions that gathered teacher 
demographic information, such as teaching style, level of education, number of years 
teaching, ethnicity, and gender (see Appendix F)  There were also classroom 
demographic questions, such as grade level taught and general student information.  
General student information consisted of number of students within the classroom that 
were considered general and special education students.  Teachers independently read the 
questions and answered the survey by filling in the blanks with the correct answer or by 
 36
checking off a box that most applied to them.  Information gathered from the 
Teachers/Classroom survey is summarized in table 3. 
Social Validity Scale.  The Social Validity Scale (adapted from Reimers & 
Whacker 1988) was used to obtain information on teacher acceptability of current 
classroom management procedures in baseline and post-test (see Appendix G).  The 
social validity measure consisted of 14 questions that were answered in the form of a 5-
point Likert scale.   A “1” always contained the answer with the lowest magnitude (“very 
acceptable” and “strongly agree”) and a “5” was always the answer containing the 
highest magnitude (“not acceptable” and “strongly disagree”).  Numbers 3, 4, 7, and 10 
were negatively worded on the social validity measure. Therefore, these questions were 
reverse scored by the researcher when computing the total mean score for each teacher.  
Teachers filled out this survey by circling the Likert scale number that best represented 
their views.  Teachers filled out the survey in the absence of the researcher.  
Teachers Sense of Efficacy Scale.  The Teacher’s Sense of Efficacy Scale 
(Tschannen-Moran & Hoy 2001) consisted of 12 questions using a 9-point Likert scale.  
These questions assessed the teacher’s perceptions of how much control teachers had 
over problem behavior in their classroom.  For example, one of the questions reads “How 
much can you do to motivate students who show low interest in you class?”  A “1” 
represented “nothing,” a “3” represented “very little,” a “5” represented “some 
influence,” a “7” represented “quite a bit,” and a “9” represented “a great deal.”  Teachers 
circled the number that best described their own perceptions for each question.  
Ecological-Behavioral-Curricular (EBC) Pre-screening Assessment.  The EBC 
Pre-Screening Assessment (adapted from Florida’s Positive Behavior Support Project, 
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2007) was used to gather information on the use of empirically validated ecological, 
behavioral, and curricular strategies in a classroom (see Appendix H).  The strategies in 
the EBC Pre-Screening Assessment were the same strategies highlighted in Chapter 2 of 
the EBC Process Manual.  The EBC Pre-Screening Assessment consisted of four 
ecological questions, two behavioral questions, and six curricular questions.  The 
researcher and data collector observed the teacher’s targeted activity and marked whether 
or not the strategy was fully used, partially used, or not used at all.  There was also a 
space below each question where the data collector or researcher could write comments 
about the current classroom management procedure pertaining to the specific EBC 
question. 
Coaching Checklist.  The coaching checklist (adapted from the PTR study; 
Iovannone et al., 2009) was a checklist used by the researcher to ensure each teacher was 
competent in their new classroom management plan before implementation (see 
Appendix  I).  This checklist was individualized towards each teachers classroom 
management plan.  The coaching checklist contained each step to the teacher’s new 
classroom management plan in the left hand column.  Optional coaching methods were 
inserted in columns to the right titled:  (a) discussion, (b) verbal question and answer, (c) 
written question and answer, (d) modeling, and (e) role play, observation, and feedback.  
To the far right, there were two columns titled “implementer demonstration.”  During 
coaching, each teacher had the option of learning each step of the classroom management 
plan by using any of the coaching strategies listed above.  Each coaching method used 
during training was checked off beside the specific step of the classroom management 
plan.  After coaching, the teacher was asked to demonstrate their knowledge of the new 
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classroom management plan.  The researcher circled either a yes or no under 
“implementer demonstration” based on the teacher’s ability to demonstrate each step of 
the plan. Teachers were coached on each step of the classroom management strategies 
until they could effectively demonstrate the classroom management plan with 100% 
accuracy.     
Teacher Fidelity Measure.  The Teacher Fidelity Measure (adapted from the PTR 
study; Iovannone et al., in press) was used by the researcher to observe the total number 
of classroom management steps implemented correctly by the teacher during intervention 
(see Appendix J).  The teacher fidelity sheet contained an individualized task analysis of 
each teacher’s classroom management plan on the left and two columns on the right, 
titled adherence, and quality.  Adherence and quality were defined in measurable terms 
for each step of the intervention.  The researcher marked whether each step of the 
classroom management plan was implemented with adherence and quality.  Then the sum 
of each column, adherence and quality, was divided by the number of steps to compute 
the fidelity score. 
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Table 8.  Teacher Measures Timeline 
   
 
Teacher Measures Baseline Post-Test 
 
Questionnaire About Teachers/Challenging Behavior 
 
 
√ 
 
Teacher/Classroom Survey 
 
√  
Coaching Checklist 
 
 √ 
Teacher Fidelity Measure 
 
 √ 
Social Validity Survey 
 
√ √ 
Teacher’s Sense of Efficacy Scale 
 
√ √ 
E-B-C Pre-Screening Assessment 
 
√ √ 
Student Measures   
Two measures were included in the study that assessed the new classroom 
management system’s impact on student behavior.  These were the Behavior Rating 
Scale and the Engagement Check II.  Table 9 displays the times when each of the 
measurements were given and how often when were used.       
Behavior Rating Scale.  The BRS recorded direct student behavior ratings based 
on teacher perceptions in a 5-point Likert scale format (Kohler & Strain 1990) (see 
Appendix K).  This measure was chosen based on its practicality.  By using the BRS, 
teachers took seconds to record student behavior and were therefore easy to use on a day 
to day basis.  Also, the BRS allowed teachers to monitor student behavior on a daily 
basis.  Teachers could then use the information to make inferences about the 
effectiveness of the classroom management program and make changes, if necessary.  
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The BRS consisted of one target behavior the teacher wanted to increase and one 
target behavior the teacher wanted to decrease.  A key was located at the bottom of the 
BRS that contained the targeted behaviors and their definitions.  At the end of the 
targeted activity, the teacher would rate student’s behavior using the BRS. 
One may argue that data collected using the BRS is not reliable.  However a few 
studies suggest the BRS and other similar direct behavior rating data collection systems 
are compatible with systematic direct observation.  Iovannone et al., 2010 found that 
when the BRS was used by teachers to rate individual students in a classroom, reliability 
measures were agreeable.  During the study, three behaviors were measured by the 
teacher and a data collector using the BRS.  Resulting Kappa coefficients indicated scores 
of 0.83 for problem behavior one, 0.77 for problem behavior two, and .61 for appropriate 
behavior one.   
Riley-Tillman, Methe, and Weegar 2009 also support recent research suggesting 
direct rating scales are agreeable with systematic direct observation.  It should be 
especially noted that the direct observation tool in this study was used to rate class-wide 
behavior, much like the BRS in the EBC Process.  During this study, a teacher used a 
Direct Behavior Rating (DBR) form to rate the percentage of class-wide engagement 
directly after a reading activity.  A data collector also collected class-wide engagement 
using a modified partial interval recording system.  Results indicated that both data 
collection instruments had similar trend lines during the A-B-A-B research design.   
Cohen Kappa coefficient scores suggest substantial agreement between the two data 
collection instruments. 
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Engagement Check II.  The Engagement Check II (McWilliam, 1998) was an 
observation used to gather the percentage of time students remained academically 
engaged during the targeted activity for the EBC Process (see Appendix J).  The 
researcher defined academic engagement by observing if the student was attending, 
making appropriate motor responses, and asking for assistance.  A more in-depth 
definition of engagement is stated in Appendix J.  Student engagement was recorded 
during the same targeted activity on two separate days during baseline and two separate 
days during post-test.   The observation was conducted during the activity teachers 
targeted for intervention.   A data collector used headphones plugged into a tape player to 
listen to a recorded tape which said repetitive cycle of the word “observe” followed by 20 
seconds of silence, then the word “record” followed by 5 seconds.  The data collector 
counted the number of students engaged and present during the 20 second interval, then 
recorded the information using a pencil and paper in the 5 second interval (See Appendix 
C).  The Engagement Check II took a total of 20 minutes to complete.  Student 
engagement was computed by dividing the number of students engaged by the number of 
students present and then multiplying the dividend by 100.  Next, each percentage was 
added together and divided by the total number of percentages.   
Table 9.  Student Measures Timeline 
 
Student Measures Baseline Post-test 
 
Behavior Rating Scale 
 
√ (observed daily by teacher) 
 
√ (observed daily by teacher) 
 
Engagement Check II 
 
√ (observed twice by data 
collector) 
 
 
√ (observed twice by data 
collector) 
 
 42
Dependent measures  
The dependent measures were student disruptive and appropriate behavior as 
highlighted on each teacher’s BRS, student academic engagement, and teacher fidelity. 
Student behavior was observed by the BRS ratings.  Data collected from each teacher’s 
behavior rating scale helped the researcher understand whether an improvement in 
classroom management skills would increase task engagement by decreasing student 
disruptive behavior and increasing appropriate student behavior.      
Student academic engagement was assessed using the Engagement Check II.  
Observations using the Engagement Check II helped the researcher understand whether 
there was a correlation between an improvement of classroom management skills and 
student academic engagement.    
Teacher fidelity data was collected using the fidelity checklist during coaching 
and intervention to examine whether the EBC Guide coupled with coaching from the 
researcher could improve teacher implementation of a classroom management plan.  
Research design   
The researcher originally chose to use a concurrent multiple baseline across 
teachers design. However, due to a limited number of days teachers were available and 
teacher absences, the research was changed to a non-concurrent multiple baseline.  This 
design best represented teacher behavior on each of the dependent measures and allowed 
for visual inspection of the effects of the independent variable.  A non-concurrent 
multiple baseline across subjects design was chosen based on practical concerns.  While 
parts of the intervention could be withdrawn, such as a display of classroom rules, there 
were parts of the intervention, such as classroom rules that the students learned to recite, 
 43
that could not be “unlearned.”  Therefore, an ABAB design would not be practical and 
could potentially contain many confounds.  Also, teachers may have been more reluctant 
to withdraw a classroom management system that decreased disruptive behavior in their 
classroom and increased positive behavior, such as participation in class, and increased 
academic activity.  In addition, the multiple baselines helped to control for both within 
and between subjects variability through several comparisons.  These are: a) across 
phases (within subject) to evaluate intervention related effects and, b) between the 
interrupted data series and series for each phase of the independent variable.   
Interobserver Agreement 
 Interobserver agreement was calculated for at least one third of all Engagment 
Check II and EBC Pre-Screening Measure observations.  Interobserver agreement was 
computed for the 12 components of the EBC Pre-Screening Measure by dividing the 
number of agreements into agreements plus disagreements.  Interobserver agreement was 
computed for the Engagment Check II by dividing agreements over agreements plus 
disagreements.  
EBC Pre-Screening Measure.  The primary investigator verbally explained the 
EBC Pre-Screening Measure for an independent data collector (not the same data 
collector used for the Engagement Check II).  Next, the investigator and the data collector 
observed an actual classroom (not targeted in the study) and completed the EBC pre-
screening tool individually.  The answers were reviewed and any discrepancies in 
answers were discussed.  Observation continued in different elementary classrooms until 
80% or above agreement was achieved three times in a row.   IOA was calculated by 
dividing agreements into agreements plus disagreements.   
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Engagement Check II.  Prior to data collection, the primary investigator 
described the procedures for observing and recording the Engagement Check II to an 
independent data collector.  Definitions of student engagement were discussed, as well as 
examples and non-examples of student engagement.  Next, the investigator and the data 
collector watched video clips of classroom instruction time and recorded student 
engagement.  Video clips were watched and recorded until the investigator and the data 
collector reached 80% or higher agreement for three consecutive sessions.  If 80% was 
not reached, the primary investigator and data collector reviewed the Engagement Check 
II results and discussed behavioral definitions for scoring.   
Social Validity 
Social validity was measured using the social validity measure highlighted in the 
measures section above.  The social validity measure was included in the packet of 
measures during baseline that the teacher filled out independently.  All social validity 
measures were collected before Meeting 2.  Post-test social validity measures were given 
to teachers during meeting 3.  Teachers were asked to fill out the social validity measure 
independently and return to the researcher at a later date. 
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Chapter 3 
 
Results 
 
The present study intended to explore two questions: (1) whether teachers can 
improve their use of classroom management interventions using the EBC Process Manual 
coupled with guidance from a researcher and (2) whether the improvement of classroom 
management skills increase student task engagement.  The researcher used a non 
concurrent multiple baseline across teachers design to answer the research questions.  
This section will include results from the EBC process, teacher measures, student 
measures, and social validity measures. 
Research Question 1:  Could the EBC process effectively coach teachers to increase 
or improve classroom management techniques? 
Teacher outcomes; Baseline measures. 
The estimated meeting lengths for all five meetings totaled from 255 minutes to 
330 minutes. Actual meeting lengths for all three teachers were shorter then estimated 
meeting times.  Table 10 depicts the estimated meeting length and the actual meeting 
length for each teacher.   
 
 
 
 
 
 46
Table 10.  Meeting lengths 
Teacher 
Meeting 1 
Est./Act. 
 
Meeting 2 
Est./Act. 
Meeting 3 
Est./Act. 
Meeting 4 
Est./Act. 
Meeting 5 
Est./Act. 
Total 
Est./Act. 
 
Jill 
 
 
60/45  
 
60/25 
 
90-120/30 
 
45-60/20  
 
30/10 
 
130 
Amy 60/60  60/30 90-120/45 45-60/15 30/10 160 
Nancy 60/45 60/25 90-120/45 45-60/30 30/15 160 
 
 Teachers and Challenging Behavior Questionnaire.  During baseline, each 
teacher completed the Teachers and Challenging Behaviors Questionnaire to evaluate 
their philosophies toward problem behaviors and their perceived self efficacy.  There are 
many different sections in this questionnaire.  For purposes of this study, the researcher 
concentrated on three sub domains: a) teacher beliefs about challenging behavior, b) 
teacher confidence ratings, and c) effects of challenging behaviors.  These three sub 
domains were evaluated because they helped the researcher understand how teacher 
philosophies related to challenging behaviors impacted their implementation of EBC.  
Table 11, 12, and 13 displays information from the Teachers and Challenging Behavior 
Questionnaire.   
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Table 11.  Teacher beliefs about challenging behavior 
 
Question Jill Amy Nancy 
 
1.  Many challenging behaviors are due to a  
person’s personality 
 
 
4 
 
4 
 
2 
2.  Many challenging behaviors are due to a 
medical 
     or physical reason 
 
4 4 2 
3.  Many challenging behaviors are due to a 
     person’s disability 
 
3 4 2 
4.  Many challenging behaviors originate in the 
      home or community 
 
4 4 4 
5.  Many challenging behaviors are learned 4 4 2 
6.  Many challenging behaviors can be improved 4 5 5 
 
Table 12.  Teacher confidence ratings 
 
Question Jill Amy Nancy 
 
1.  I had adequate pre service professional training 
      to deal with most challenging behaviors. 
 
 
3 
 
4 
 
1 
2.  I had adequate in service training to deal with    
     most challenging behaviors. 
 
4 4 1 
3.  Since I have been teaching, I have increased  
     my ability to deal with most challenging 
     behaviors. 
 
5 5 4 
4.  At this time, I have sufficient knowledge and 
     skills to deal with most challenging behaviors. 
 
3 4 2 
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Table 13.  Effects of challenging behaviors 
 
Question Jill Amy Nancy 
 
1.  Challenging behaviors takes up a significant 
    amount of my time 
 
 
3 
 
4 
 
3 
2.  Challenging behavior increases my level of 
      stress 
 
5 4 3 
3.  Challenging behavior causes me to be a less 
      effective teacher 
 
5 4 2 
4.  Challenging behavior makes me think about 
     quitting teaching 
 
4 1 4 
5.  A student with challenging behavior learns less 
     because of the behavior 
 
5 4 4 
6.  Other students learn less because of the 
      behavior of their classmate 
5 4 4 
 
In general, Amy and Jill believed that challenging behaviors originated from 
several different areas, such as personalities, home environments, and disabilities.  Nancy 
believed that challenging behaviors only originated in home and community settings.  All 
three participants agreed that challenging behavior could be improved.   In regards to 
teacher confidence ratings, all three teachers agreed that they increased their abilities to 
deal with challenging behaviors since they have been teaching.  Nancy was the only 
teacher that reported having sufficient pre-service and in-service training.  Moreover, she 
was the only teacher who reported having sufficient knowledge to deal with challenging 
behaviors.  In regards to effects of challenging behaviors on teachers, Amy and Jill 
agreed that challenging behaviors often makes them think about quitting.  In general, all 
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three teachers agreed that challenging behavior negatively affects the rate of learning for 
all students in the classroom. 
Coaching Checklist.  The Coaching Checklist was administered during baseline 
to train teachers in the steps of the plan and evaluate the competence of their performance 
prior to beginning implementation.  All three teachers chose to learn their classroom 
management plans by discussing them with the researcher and all achieved scores of 
100% after the first training.   
Pre-Post Measures 
EBC Classroom Pre-Screenig Measure. Teachers were given the EBC Pre-
Screening Assessment at baseline and again at post-test to determine changes in the use 
of ecological, behavioral, and curricular strategies.  Results show that Jill, Amy, and 
Nancy increased their use of strategies during their targeted activities by 51%, 55%, and 
25% respectively.   Table 14 displays teacher pre and post-test scores on the EBC Pre-
Screening Assessment.  In general, teachers implemented few ecological strategies during 
baseline.  However during post-test teachers implemented all four ecological strategies 
with 100% accuracy.  Also, none of the teachers used a reinforcement system during 
baseline.   During post-test, all teachers used a reinforcement system.  In general, the 
increase in implementation of curricular strategies occurred because teachers chose those 
strategies to implement in their new classroom management plans. 
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Table 14.  EBC Classroom Pre-Screening Assessment scores 
 
Ecological Questions 
Jill 
BL/PT 
Amy 
BL/PT 
 
Nancy 
BL/PT 
 
1.  Activity centers have well-defined parameters and have 
barriers or are spaced far enough apart to prevent student 
contact.   
 
 
n/a/1.0 
 
0.5/1.0 
 
0.5/1.0 
2.  Walkways can be easily accessed and teachers can easily 
access students at their desks. 
 
1.0/1.0 0.5/1.0 1.0/1.0 
3.  There are no barriers in the line of student sight when the 
teacher is lecturing, showing the students a visual, or showing 
instructional displays. 
 
0.5/1.0 1.0/1.0 1.0/1.0 
4.  3-5 positively stated and well defined classroom rules are 
posted in a position that is easily accessible for all students to 
see while they are sitting in their seats.   
 
0.5/1.0 0.0/1.0 0.0/1.0 
 
Behavioral Questions 
   
 
1.  Rules are taught to children on a weekly basis. 
 
 
0.5/1.0 
 
0.0/1.0 
 
1.0/1.0 
2.  A reinforcement system is in place for rewarding 
appropriate student behavior. 
 
0.0/1.0 0.0/1.0 0.0/1.0 
 
Curricular Questions 
   
 
1.  The teacher provides choices throughout the activity or a 
choice of activities to students. 
 
 
0.0/1.0 
 
0.5/1.0 
 
0.5/0.5 
2.  Student interest is incorporated into the lesson or activity. 0.0/1.0 0.0/1.0 0.0/0.0 
3.  Teacher reviews previously learned material during new 
lessons. 
 
0.0/1.0 0.5/n/a 0.5/1.0 
4.  Assignments have meaningful outcomes for students. 
 
0.5/0.5 0.5/0.5 0.5/0.5 
5.  Teacher uses other materials, methods of providing 
instructions other than vocal instructions. 
 
1.0/1.0 n/a/1.0 1.0/1.0 
6. Students have different ways of responding to questions or 
working out problems other than traditional methods. 
 
1.0/1.0 1.0/1.0 0.0/0.0 
Total .45/.96 .40/.95 .50/.75 
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Post-Test Measures. 
Teacher Fidelity Measure.  The Teacher Fidelity Measure was used during post-
test to ensure teachers were implementing the new classroom management plan during 
their targeted activity as intended.  All three teachers were able to achieve fidelity scores 
above 80% consecutively.  Fidelity evaluations scored by the researcher during post-test 
were highest for Jill and Amy and lowest for Nancy.   Three fidelity measures were 
conducted with Jill yielding scores of 100%, 100%, and 100% respectively.  There was a 
lapse in time longer than two days between the second fidelity check and post-test data 
collection.  Jill’s third fidelity check was obtained to ensure treatment integrity was above 
80% before the data collector gathered post-test data.   Two fidelity measures were 
recorded for Amy with scores of 91% and 100% respectively. Fidelity scores for Nancy 
were 86.0%, 76.9%, 84.0%, and 92.8% respectively.  After the second fidelity check 
score of 76.9%, Nancy was given more constructive feedback by the researcher and 
colored tape was put on the carpet to mark the seating arrangement.  Two more fidelity 
checks were obtained to ensure that Nancy was implementing the classroom management 
plan above 80%. 
Research Question 2:  Does this improvement of classroom management skills 
increase student task engagement?  
 Behavior Rating Scale.  
 The Behavior Rating Scale recorded direct student behavior ratings based on 
teacher perceptions in a 5-point Likert scale format. Teacher ratings on the BRS helped 
the researcher understand whether teacher implementation of an empirically valid 
classroom management plan affected student behavior.   Figure 1 displays teacher ratings 
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of student behaviors targeted to decrease in the classroom.  Jill and Nancy rated decreases 
in inappropriate behaviors while Amy rated student inappropriate behavior remained 
consistent from baseline to intervention. 
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Figure 1.  Inappropriate student behavior ratings on the behavior rating scale 
 53
01
2
3
4
5
Jill
0
1
2
3
4
5
Amy
Following Directions
B
eh
av
io
r R
at
in
g 
Sc
al
e 
Sc
or
e
0
1
2
3
4
5
1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19 20 21 22 23 24 25 26 27 28 29 30 31
Session
Student 
Participation 
Began implementation 
of CM Strategy 
unrelated to 
EBC Process 
Hand Raising
Nancy
 
Figure 2.  Appropriate student behavior ratings on the behavior rating scale 
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 Figure 2 displays teacher BRS ratings of behaviors targeted for improvement.  Jill 
and Nancy rated increases in appropriate behaviors while Amy rated consistent student 
behavior from baseline to intervention.   
Engagement Check II.  The Engagement Check II observed students in each classroom 
to determine the percentage of time students remained academically engaged during the 
targeted activity for the EBC Process.  This measure was conducted to explore whether a 
correlation exists between the independent variable and student engagement. Table 15 
shows the Engagement Check II results for baseline and post-test.  Overall, two 
classrooms experienced a decrease in student academic engagement while one classroom 
experienced an increase. 
Table 15.  Engagement check II (EC II) scores 
Teacher 
BL  
EC II 
Obs. 1 
BL  
EC II 
Obs. 2 
Mean 
engaged 
PT 
 EC II 
Obs. 1 
PT  
EC II 
Obs. 2 
Mean 
engaged Difference
 
Jill 
 
92.8% 
 
 
91.2% 
 
92.0% 
 
80.3% 
 
 
91.2% 
 
85.7% 
 
-6.3% 
Amy 91.2% 
 
90.0% 90.6% 
 
  82.7% 
 
96.1% 
 
89.4% -1.2% 
Nancy 81.8% 
 
85.4% 
 
83.6% 
 
89.9% 
 
 
90.7% 
 
90.3% 
 
+6.7% 
 
 
Interobserver Agreement 
Engagement Check II.  During training, the researcher and the data collector’s 
mean IOA was 93.5%, while the range was 90% to 96%.   
During the study, interoberver agreement checks were conducted in participant’s 
classrooms during 33% of all Engagement Check II observations to identify, and if 
necessary, correct observer drift.  The mean IOA was 91% for the Engagement Check II, 
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while the range was 87.5%-96%.  IOA was calculated by computing agreements divided 
by agreements plus disagreements.   
EBC Pre-Screening Measure.  During training, the mean IOA  
for the EBC Pre-Screening Tool was 91.5% with a range of 83%-100%.   
During the study, IOA was calculated for 66% of all EBC Pre-Screening 
assessments.  The mean IOA was 76.8% and the range was 58%-91.6% for the EBC Pre-
Screening Tool. 
Social Validity and Efficacy 
Social Validity.  Teachers completed Social Validity measures at pre and post-test  
to measure their acceptance of the EBC intervention compared to their previous 
classroom management program.  Pre and post-test social validity results can be seen in 
Table 16.  Social validity scores improved from baseline to post-test by 0.2 for Jill and 
0.6 for both Amy and Nancy.  In general, all three teachers found the EBC plan at post-
test to be more socially valid, acceptable, and effective then their previous ratings at 
baseline. Also, all three teachers rated the EBC plan as having no undesirable side effects 
in post-test. 
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 Table 16.  Social validity scores 
Question 
Jill 
BL/PT 
Amy 
BL/PT 
Nancy 
BL/PT 
1.  Given the class’s behavior problems, how  
acceptable do you find the current CM plan used? 
 
4.0/5.0 4.0/5.0 3.0/4.0 
2.   How willing are you to carry out the CM plan? 
 
5.0/5.0 5.0/5.0 5.0/5.0 
3.  To what extent do you think there are  
disadvantages in following this CM plan? 
 
2.0/1.0 1.0/1.0 5.0/1.0 
4.  How much time is needed each day for you to  
carry out the CM plan? 
 
3.0/3.0 4.0/1.0 1.0/1.0 
5.  How confident are you that the CM plan will be  
effective for this class? 
 
4.0/5.0 4.0/5.0 5.0/5.0 
6.  How likely will the CM plan make permanent  
improvements in this classroom’s behavior? 
 
4.0/5.0 4.0/5.0 5.0/5.0 
7.  How disruptive will it be to carry out this CM’s  
plan? 
 
2.0/1.0 
 
2.0/1.0 
 
1.0/1.0 
  8.  How much do you like the procedures  used in  
 the CM plan? 
4.0/5.0 
 
4.0/5.0 
 
3.0/5.0 
9.  How willing will other staff members be to help carry out 
this CM plan? 
 
3.0/4.0 
 
3.0/n/a 
 
5.0/5.0 
10.  To what extent are undesirable side-effects  
likely to result from this CM plan? 
 
3.0/2.0 
 
1.0/1.0 
 
4.0/1.0 
11.  How much discomfort is the class likely to  
experience during this behavior plan? 
 
2.0/1.0 
 
4.0/1.0 
 
1.0/1.0 
12. How willing would you be to change your  
routines to carry out this CM plan? 
 
5.0/5.0 
 
5.0/5.0 
 
5.0/5.0 
13.  How well will carrying out this CM plan fit  
into the existing routine? 
 
4.0/5.0 
 
5.0/5.0 
 
5.0/5.0 
14.  How effective will the CM plan be in teaching  
your class appropriate behavior? 
 
4.0/4.0 
 
5.0/5.0 
 
5.0/5.0 
15.  How well does the goal of the CM plan fit  
with your goals to improve the class’s behavior? 
 
Total Mean Score 
4.0/5.0 
 
 
4.0/4.2 
 
3.0/5.0 
 
 
3.8/4.4 
 
5.0/5.0 
 
 
3.8/4.4 
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The Teacher Efficacy Scale.  The Teachers Sense of Efficacy Scale was given 
pre and post-test to assess teacher perceptions of how much control they believed they 
had in addressing problem behavior in their classroom.  Efficacy scores can be seen in 
Table 17.  Jill and Nancy rated increases in self-efficacy from baseline to post-test.  
Overall, Amy and Nancy rated having more confidence in dealing with challenging 
behavior and motivating students in their classroom.  Jill rated a significant increase in 
confidence to calm a disruptive student.  Amy showed minimal increases in self-efficacy 
from pre to post-test.  Overall, total mean efficacy scores rose for Jill, Amy, and Nancy 
by 1.3, 0.4, and 0.6 respectively.  
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Table 17.  Teacher’s sense of efficacy scale scores 
Question 
Jill 
BL/PT 
Amy 
BL/PT 
Nancy 
BL/PT 
 
1.  How much can you control the disruptive behavior 
in the classroom? 
 
 
6.0/8.0 
 
 
 
9.0/9.0 
 
5.0/8.0 
2.  How much can you do to motivate  
students who show low interest in school  
work? 
4.0/7.0 
 
 
 
9.0/9.0 5.0/7.0 
3.  How much can you do to get students to  
believe they can do well in school work? 
7.0/8.0 
 
9.0/9.0 9.0/9.0 
4.  How much can you do to help your  
students value learning? 
 
7.0/7.0 
 
9.0/9.0 7.0/9.0 
5.  To what extent can you craft good  
questions for your students? 
 
9.0/9.0 
 
 
9.0/9.0 9.0/9.0 
6.  How much can you do to get children to  
follow class rules? 
 
6.0/7.0 
 
 
9.0/9.0 9.0/8.0 
7.  How much can you do to calm a student  
who is disruptive or noisy? 
 
3.0/6.0 
 
 
9.0/9.0 9.0/7.0 
8.  How well can you establish a classroom  
management system with each group of  
students? 
 
9.0/8.0 
 
 
 
9.0/9.0 9.0/9.0 
9.  How much can you use a variety of  
assessment strategies? 
 
6.0/7.0 
 
 
9.0/9.0 9.0/9.0 
10.  To what extent can you provide an  
alternative explanation or example when  
students are confused? 
 
7.0/8.0 
 
9.0/9.0 9.0/9.0 
11.  How much can you assist families in  
helping their children do well in school? 
 
5.0/8.0 
 
 
5.0/8.0 9.0/9.0 
12.  How well can you implement alternative 
strategies in your classroom? 
 
Total Mean Score 
6.0/8.0 
 
 
 
6.3/7.6 
7.0/9.0 
 
 
8.5/8.9 
9.0/9.0 
 
 
8.2/8.5 
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Chapter 4 
 
                                                               Discussion 
 The present study intended to explore two questions: (a) whether teachers can 
improve their use of classroom management interventions using the EBC Process Manual 
coupled with guidance from a researcher and (b) whether the improvement of classroom 
management skills increase student task engagement.  Results indicated that teachers can 
improve their classroom management skills by participating in the EBC Process.  All 
three teachers achieved scores of 100% on their coaching checklists within one meeting.  
Also, an increase in ecological, behavioral, and curricular strategies were observed from 
baseline to post-test using the EBC Pre-screening Measure and all teachers met criterion 
for fidelity.  Furthermore, social validity and efficacy increased from baseline to post-
test. Student task engagement increased for one of the three teachers during post-test. 
These results suggest that the EBC Process is an effective tool to educate teachers how to 
create and implement effective classroom management plans.  Results also suggest that 
the improvement of classroom management implementation may not increase task 
engagement in students. 
Due to the complexities of data collection in a classroom setting, data points were 
not collected by all three teachers on the same days, creating a non-concurrent multiple 
baseline across subjects design.  This occurred for many reasons.  First, the study was 
conducted towards the end of the school year.  There were a limited number of days left 
before summer vacation and the researcher wanted to ensure there was ample time for 
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teachers to collect baseline data.  Two teachers began collecting baseline within two days 
of each other.  Due to a school scheduled holiday, the third teacher began collecting 
baseline 9 days after the last teacher began collecting baseline.  Second, teacher absences 
accounted for an interruption in data collection.  Nancy was absent for 14 days during the 
study due to medical reasons and was unable to collect data.  Third, data collection could 
not be consistent each day due to interruptions in targeted activity routines   (e.g. school 
functions such as field trips and school assemblies).  Therefore data points for all three 
teachers in baseline and intervention are probes to determine maintenance of behavior 
and transfer of behavior to other situations or settings.  The next two sections discuss 
results regarding both research questions.  
Research Question 1:  Could the EBC process effectively coach teachers to increase 
or improve classroom management techniques? 
 Information from the Coaching Checklist, Teacher Fidelity Measure, and 
Behavior Rating Scale indicate that the EBC process can effectively coach teachers to 
improve classroom management techniques and, in turn, increase student appropriate 
behavior and decrease student inappropriate behavior.  These results  replicate similar 
results from the P-T-R program stating that the P-T-R program (which used similar 
coaching methods) was effective in coaching teachers to perform interventions in their 
classrooms and reducing problem behaviors and increasing prosocial behaviors among 
students (Dunlap, Iovannone, Wilson, Kincaid, & Strain 2010; Iovannone et al., 2009). 
 Results of the Coaching Checklist indicated that all three teachers chose “verbal 
discussion” to learn their classroom management plans.  In addition, each teacher  quickly 
gained a full understanding (100%) of their new classroom management plan using their 
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coaching method of choice.  There are two possible reasons for teacher quick verbal 
mastery of the new classroom management plans. First, teachers had significant input 
into creating the classroom management plan which may have increased teacher buy-in 
and the likelihood that they were willing to learn and implement the strategies. Turnbull 
2002 found that support from program developers, and teachers’ control over classroom 
implementation are predictors of teacher buy-in and ultimately their willingness to 
participate.   Second, coaching involved one to one discussion with the researcher.  This 
result closely correlates with an evaluation of a statewide, performance based program 
(The Carolina Curriculum on Positive Behavior Support) that found high fidelity scores 
after a consultant used verbal discussion, modeling, and role-play to educate trainees how 
to prevent and treat challenging behaviors residing in adults with developmental 
disabilities (Reid et al 2003). It was noted that only one coaching strategy was needed 
during the EBC Process.  The options of learning the new classroom management plan 
available to all three teachers included; a) verbal discussion, b) verbal question and 
answer, c) written question and answer, d) modeling, and e) role-play.  All three teachers 
chose verbal discussion as their method of learning the plan and achieved the criteria for 
mastery (100%) using this method.  This coaching method was also the least intrusive 
choice, taking the least amount of time.  Research shows that people often select the least 
intrusive methods that may result in the desired outcome (Neef, Mace, Shea, & Shade 
1992).   
Teacher Fidelity Measures during post-test showed that Jill, Amy, and Nancy 
implemented their new classroom management plans with an average of 100%, 95.5%, 
and 84.9% fidelity respectively.  Several reasons are apparent for teachers’ high fidelity 
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scores.  First, teachers previously demonstrated full knowledge of their classroom 
management plans using the coaching checklist during a one to one meeting with the 
researcher.  During the coaching meeting, teachers also had the opportunity to practice 
and ask questions relating to their classroom management plans.  Second, the researcher 
was on site to give the teachers immediate positive and constructive feedback during the 
first day of intervention.  Also, the researcher helped teachers make modifications to their 
plans, if necessary, on the first day of intervention.  Dunlap, Iovannone, Wilson, Kincaid, 
& Strain 2009 also used a similar coaching checklist and fidelity method to aid teachers 
in learning behavior plans.  Results indicated that teachers demonstrated high treatment 
fidelity in their classrooms after engaging in these steps.   
The coaching checklist and constructive feedback method during fidelity checks 
appeared to be associated with the success of the teacher’s implementation of classroom 
management plans.  However, there seemed to be small individual teacher differences 
that may have also contributed to their success.  Jill’s flawless fidelity scores could be 
attributed to her previous year participation in the original Prevent-Teach-Reinforce (P-T-
R) study.  The P-T-R study used a consultant to help coach teachers on behavioral 
strategies and collected fidelity data using the same methods as the EBC Process. 
Therefore, Jill was familiar with the EBC procedures which may have contributed to her 
comfort and competence levels when implementing the new classroom management plan.   
Nancy’s overall fidelity score, while falling above the 80% benchmark, was the 
lowest of the three teachers and reflected diverse implementation during individual 
fidelity sessions.  For example, in her second fidelity observation, she obtained a 76.9T 
scores, failing to meet the 80% criteria.  This lower fidelity score was primarily due to the 
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lack of implementing one specific component of her classroom management plan.  
Within Nancy’s plan, students were to sit within specific shapes on the floor during 
instruction time which was not implemented during the second fidelity check.  Before 
conducting a third fidelity check, the researcher put tape on the floor to help Nancy and 
her students form the correct shape during instruction time. This adjustment helped 
Nancy’s fidelity scores improve to over 80% during the following two fidelity checks.   
Behavior Rating Scale.  Jill and Nancy rated increases in student appropriate 
behavior and decreases in student disruptive behaviors using the Behavior Rating Scale 
from baseline to post-test.  However, Amy rated increases in appropriate behavior and 
decreases in inappropriate behavior during the baseline phase and rated no behavior 
change during post-test.  It is noteworthy that Amy rated her students as engaging in high 
levels of appropriate behavior and low levels of inappropriate behavior during baseline, 
leaving little room for improvement.   
One variable that may account for Amy’s baseline recordings of the rise in 
appropriate student behavior and decrease in inappropriate student behaviors could be the 
changes Amy made to her classroom management plan independent from the researcher 
before post-test.  A couple weeks before the start of post-test, Amy began having students 
write the rule they broke and how they broke it.  Then the student’s parents signed the 
rule before returning it to the teacher.  After noticing high ratings on Amy’s BRS, the 
researcher adjusted the BRS during baseline after the first week so that a “2” on the scale 
would represent a normal day.  However, Amy’s ratings of appropriate student behavior 
continued to increase and inappropriate behaviors continued to decrease during baseline.  
 64
While Amy’s BRS ratings were high in baseline, it is noteworthy that her ratings 
continued to stay high for appropriate behavior and stay low for inappropriate behavior. 
There are a few reasons that can be attributed to Jill and Nancy’s positive ratings 
of student behavior.  First, Jill and Nancy may have seen larger gains in student 
appropriate behavior and decreases in student inappropriate behavior because their 
students had a larger room for improvement.  Second, the strategies used in the new 
classroom management plans were research based and proven effective.  Third, teacher 
fidelity ratings showed teachers accurately implemented the new plans into their targeted 
activities.   
Jill’s inappropriate behavior (talking) ratings were variable in the first two weeks 
of post-test.  One reason for variability during the first couple weeks of post-test may be 
due to the lack of preferred items in the treasure chest for students to choose from.  A 
preference assessment was conducted after the second week and more items were put into 
the treasure chest that were more specific to student interests. This modification to the 
classroom management plan correlated with Jill’s more stable ratings of “1” and “2” 
during post-test.    
Amy implemented a strategy that she developed (unrelated to the EBC Process) 
between meetings 1 and 2.  During this time Amy rated that her students improved their 
behavior on the BRS.  Amy’s consistent ratings from baseline to post-test may have been 
intentional by her desire to show implementation of the strategy she developed was 
effective and not the EBC strategies implemented during literacy centers. 
It is noteworthy that while all three teachers chose group contingencies in their 
new classroom management plans, two teachers, Jill and Nancy, chose independent group 
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contingencies in their new classroom management plans.  Jill and Nancy were also the 
two teachers whom rated the most improvement on the BRS. 
Social Validity and Efficacy 
Teachers rated social validity and efficacy questions highly during baseline.  
These high ratings left little room for improvement during post-test.  It is noteworthy that 
while ratings were high during baseline, all three teachers increased mean social validity 
and efficacy scores in post-test.  The increase in social validity suggests the EBC Process 
was effective in improving teacher perceptions of their classroom management plans. The 
increase in efficacy suggests teachers felt more confident in dealing with challenging 
behaviors after participating in the EBC Process.   
During the social validity questionnaire, all three teachers felt their new classroom 
management (CM) plan was more acceptable than their old plan.  All three teachers rated 
that they liked the new CM procedures more than their previous CM procedures.  Also, 
all three teachers rated that they were very willing to carry out the new CM plan.  
However, it should be noted that all three teachers rated that they were very willing to 
carry out their previous CM plan.  Two of the three teachers rated confidence increases in 
their CM plan effectiveness while the third teacher maintained the highest rating during 
post-test. 
In relation to efficacy scores, all three teachers felt they could control disruptive 
behavior better during post-test.  Two out of three teachers (the third teacher maintained 
the highest rating) felt they could control disruptive behavior more easily and motivate 
students better during post-test.  Also, two out of three teachers (the third teacher 
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maintained the highest rating) felt more confident in implementing alternative strategies 
in the classroom during post-test.  
Teacher variables impacting intervention 
Two teacher characteristics seemed to correlate with teachers’ success using the 
EBC Process.  These characteristics included a) teaching experience and b) teacher 
perceptions.  First, teaching experience seemed to correlate with teacher’s ratings on the 
Behavior Rating Scale.  Jill and Nancy were the youngest and less experienced (less than 
three years teaching experience) teachers that participated in this study.  They were also 
the teachers that rated gains in appropriate behavior and decreases in inappropriate 
behavior during post-test using the Behavior Rating Scale.  On the other hand, Amy 
recorded that student behavior was consistent from baseline to post-test on the BRS.  She 
also had been teaching the longest at 20 years and may have acquired a larger classroom 
management repertoire during her experiences teaching.   
Second, teacher perceptions seemed to correlate with teacher success during the 
EBC Process. Teacher ratings on the Teachers and Challenging Behaviors Survey 
revealed that the less experienced teachers, Jill and Nancy, were less confident about 
their abilities to manage challenging behavior in the classroom than Amy, who had more 
teaching experience.  Both Jill and Nancy stated that challenging behaviors made them 
think about quitting, which was the opposite answer for Amy.  Therefore less confident 
teachers coached using the EBC process manual earlier in their careers may see larger 
gains in appropriate behaviors and larger decreases in inappropriate behavior.   
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Research Question 2:  Does this improvement of classroom management skills 
increase student task engagement? 
Engagement Check II.  Task engagement did not increase for all teachers 
following the successful implementation of research-based classroom management 
techniques.  Jill and Nancy’s student task engagement decreased during post-test by 6.3% 
and 1.2% respectively.  Student task engagement increased by 6.7% in Nancy’s 
classroom during post-test.  Academic engagement data and Fidelity data were collected 
on separate days.  Therefore, the researcher cannot be sure that teachers were 
implementing the EBC strategies correctly on days academic engagement data was 
collected.   
It is noteworthy that the trend line for Jill and Amy’s student task engagement 
scores does not reflect the trend line for their BRS’s.  However, AET scores do not reflect 
the accuracy of teacher ratings on the Behavior Rating Scale.  While AET scores 
encompass behaviors rated in the BRS, the AET’s definition of engagement is more 
broadly defined.  Students could have been more talkative during baseline and quieter in 
intervention.  However, they could have been off task by looking around when they were 
supposed to be looking down at their paper, sitting incorrectly on the carpet, or walking 
around the classroom without permission.   
Also, the post-test engagement checks were conducted close to the end of the 
school year when children had a lot of extra activities to attend, such as plays, field days, 
assemblies, and picnics.  The change in routine and more leisure activities interspersed 
throughout the day may have decreased student academic engagement because they were 
focused on end-of-the-school-year and summer activities.  Nancy wrote “Mondays the 
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students are usually tired and less chatty.  When there is a disruption in routine, they 
become more chatty” on the bottom of her BRS.   
Relation to Literature 
Results from the EBC process support recent research stating that programs 
utilizing a) selection, b) coaching and consultation, c) data analysis, and d) time efficient 
trainings, may yield positive results.  High levels of treatment integrity and social validity 
may also increase positive results during interventions (Albin et al, 1996; Fixen et al, 
2005; Slider, Noell, & Williams, 2006).  By using the EBC process, all three teachers 
were effectively coached by the consultant and increased their classroom management 
techniques, as can be seen by the high fidelity scores.  Social validity for the improved 
classroom management system during intervention remained high or increased for all 
three teachers. 
Compared with previous studies and classroom management packages, the EBC 
process was more time efficient.  Other packaged classroom management programs 
required 1-6 day workshops (Incredible Years Dinosaur Program, Discipline Associates, 
CHAMPS) which required more time than all EBC meetings combined.  While the total 
predicted time needed to complete the EBC Process was significantly lower than 
previously researched classroom management programs, the actual time needed for each 
meeting was even shorter (Reid, Webster-Stratton, & Hammond, 2003; Dishion & 
Andrews, 1995).  The presumed time allowance for all EBC meetings totaled between 
255 minutes and 330 minutes.  The actual time spent in all meetings combined ranged 
from 130 minutes to 160 minutes.  Jill had the shortest meeting times, with a combined 
time of 2 hours and 10 minutes for all five meetings.  The researcher did not have to 
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spend as much time explaining the measures, meeting agendas, and homework 
assignments to Jill because of her prior experience with the Prevent-Teach-Reinforce 
project that used the same or similar materials.  Amy and Nancy both had meeting times 
of 2 hours and 40 minutes for their five meetings combined.  These short meeting lengths 
could be an advantage for teachers who have limited time and a critical asset to any 
classroom management program.   
The EBC Process, which shared many of the same general methods as the PTR 
Program, had similar results as the PTR program.  Results from Dunlap et al 2009 
suggest that the PTR Program, which consisted of: a) teaming, b) goal setting, c) 
assessment, d) intervention, e) coaching, and f) evaluation, was an effective way to 
increase a single student’s appropriate behavior and decrease student inappropriate 
behavior.  Likewise, the EBC Process included: a) goal setting, b) assessment, c) 
intervention, d) coaching, and e) evaluation.  Results from the EBC Process and PTR 
Program show teacher ratings of similar improvements in student behavior during post-
test.   
Limitations and Future Research Considerations   
Several limitations to this study are apparent.  The data collection method (BRS) 
was an approximation of student behavior based on teacher views.  While the BRS may 
not be as reliable as other forms of data collection, it was a measure that teachers could 
easily incorporate into their daily routines to evaluate target behaviors. Therefore, 
teachers may continue to use the BRS even after the end of the study.  Also, two of the 
teachers chose to rate a behavior on the BRS based on their actions, as opposed to student 
behavior.  They rated the number of times they had to respond to negative student 
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behavior.  While a behavioral definition for the students would have been better, it was 
important to culminate a definition that was easy for the teacher to measure. 
Another limitation to the study involved the small number of participants and the 
characteristics of the teachers who participated in the study.  Two of the teachers had less 
than three years teaching experience, while one teacher had more than 20 years teaching 
experience.  All three teachers were motivated to create and implement a new classroom 
management plan in their classrooms, as can be seen by their willingness to participate in 
the study.  Future research would be furthered by a larger sample size which incorporates 
a diversity of teachers with respect to teaching experience, views on challenging 
behavior, confidence levels in dealing with challenging behavior, and motivation levels 
for improving their classroom management system.   
An estimated 240 teachers were solicited either by word of mouth, e-mails, or 
printed letters.  Only three teachers responded and were willing to participate.  All three 
teachers were motivated to learn new strategies to apply to their classroom management 
system.  These motivational variables may have influenced the intervention effects and 
served to skew and/or inflate the effects of the study. 
Because this study was conducted in a “real world” setting, many variables could 
not be kept constant such as school activities, student attendance, and consistent 
classroom management practices.  It was unethical to require teachers to hold their 
classroom management systems constant during baseline.  Amy changed her classroom 
management program during baseline and it was unclear whether Jill and Nancy were 
practicing consistent behavior management programs on a day to day basis.   
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 One may also argue that the fidelity scores collected by the researcher may not 
have been accurate due to researcher biases.  The researcher collected the fidelity 
measures due to the researcher having an extensive knowledge about each teacher’s 
classroom management plan.   While the researcher could have been unconsciously 
persuaded to increase fidelity ratings, each teacher’s fidelity checklists were very 
descriptive of how fidelity scores were earned to encourage accurate and reliable scoring. 
Recommendations for future research include using the EBC process to expand 
classroom management techniques from one activity per day to the whole school day.  
Also, combining some of the meetings such as chapter 1 and chapter 2 may be more time 
efficient.  The behaviors teacher’s targeted in chapter 1 were the behaviors teachers 
targeted for goals in Chapter 2.  Therefore, these meetings may be easily combined.  
Future studies should assess the accuracy of teacher ratings using the behavior rating 
scale, as well as researcher accuracy using the fidelity check measures. 
During this study, all three classrooms contained high academic engagement 
scores in baseline.  Future research should include classrooms consisting of low academic 
engagement scores to evaluate whether teachers using the EBC Process continue to rate 
positive outcomes.  Future studies may accomplish this by setting an engagement 
criterion of 75% or less using the Engagement Check II in order to be accepted for the 
study. 
The EBC manual was designed with the notion that it could become an easy way 
to provide research-based classroom management techniques to a large quantity of 
teachers.  Future research should examine a way to teach school personnel and behavior 
specialists how to coach teachers through the EBC process.  Then research should 
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evaluate the effectiveness of classroom management programs created by the school 
administrator/behavior specialist and the teacher.   
While social validity was scored by the teachers on the use of the classroom 
management strategies, a social validity survey on the EBC Process was not given.  
Future studies should assess teacher acceptability of the EBC Process so as to better 
understand how to make the process more convenient and user friendly for teachers. 
During the EBC process, reliability data was not collected using the behavior 
rating scale.  While literature suggests the BRS is a reliable tool to rate individual 
students in the classroom, it has never been used to rate classrooms as a whole 
(Iovannone et al. 2010).  Future research should also evaluate the validity and reliability 
of the BRS to monitor classroom behavior.   
Conclusion 
 This study explored a program that aided teachers in creating and implementing 
meaningful classroom management plans using empirically valid strategies.   This study 
also explored whether the improvement of classroom management plans improved task 
engagement in students.   This study demonstrated that the EBC Process can successfully 
aid teachers in creating and implementing classroom management plans that increase 
appropriate behavior and decrease inappropriate behavior in students.  However, the 
improvement of classroom management had little effect on student engagement.    
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Appendix A: Recruitment Flier 
 
 
 
Do they listen to your directions? 
Do you have to keep repeating instructions over and over? 
Do you keep redirecting your students to their assignments? 
 
 
If you said yes to one or more of these questions, you may want to 
participate in a research study on classroom management.  The ecological, 
behavioral, and curricular(EBC) process includes five meetings that help 
teachers learn how to create their own classroom-wide interventions.  A 
friendly consultant will personally meet with you around your schedule to 
help guide you through the EBC program to create a classroom management 
program specifically tailored for your classroom.  Interested teachers should 
contact Lindsey Hillyard at lhillyard_able@yahoo.com or (863)604-3771 to 
set up a simple pre-screening appointment.   
 
All participants accepted into the study will receive a free manual for 
creating classroom management strategies in their classrooms.  They will 
also receive free consultant services and coaching to help them implement 
the program in their classrooms. 
 
Contact: 
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Appendix B:  Recruitment Letter 
 
Dear Teachers Kindergarten through Second Grade, 
        My name is Lindsey Merritt.  I am a graduate student at the University of South 
Florida.  I am currently starting a study on classroom management called the EBC 
Process and am looking for teachers interested in participating.  Teachers would identify 
an activity or time during the day when their students engage in the most problem 
behavior (This behavior could even be shouting out instead of raising hands). This would 
be the activity targeted during the study where the teacher would apply the new 
classroom management strategies.  Teachers interested in participating would have 
someone observe their classroom during the targeted activity for about 30 minutes to see 
if they qualify for the study.  If a teacher qualifies and would still like to participate, they 
would meet with me individually at a time convenient for them once a week.  Most 
teachers prefer meeting before school, during their planning period, or after school.  The 
meeting itinerary would look as follows: 
 
Initial Meeting:  approx. 60 minutes 
Overview of the EBC Process and signing of consents 
Meeting 1- Goal setting:   approx. 60 minutes 
Teacher and consultant identify student goals for targeted activity 
Meeting 2-Creating Classroom Management Plan: approx. 60-90 minutes 
Strategies are created by teacher and consultant to increase classroom management 
Coaching meeting:  approx. 45-60 minutes 
The teacher and consultant come together to review strategies and make changes if 
necessary before the teacher begins using them. 
Meeting 3- Follow-up: approx. 30 minutes 
The teacher and consultant talk about the results of the classroom management 
strategies and discuss supports within the school and community that may help 
them continue using the strategies once the consultant leaves 
  
During these meetings, the teacher and I would collaborate together to come up with a 
classroom management program that is specific to the needs and behaviors in their 
classroom.   
 This study could greatly benefit your classroom.  By creating a successful 
classroom management program, teachers can increase student engagement in academic 
activities and decrease disruptive behavior in their classrooms.  Teachers will also receive 
a free manual that they can keep with them to continue using classroom management 
strategies for years to come.   
 I hope this letter clarifies more information about the study.   I would be more 
than happy to come to your school and talk with you about the process if you have more 
information.  Feel free to contact me at (863)604-3771 or by e-mail at 
LHILLYARD_ABLE@yahoo.com 
 Thank you so much for your interest in this study.  It would be my pleasure to 
work with you to design a classroom management program for you and your class! 
Thank you very much, 
Lindsey Merritt, BCABA 
Appendix C: Informed Consent 
 
Informed Consent to Participate in Research  
Information to Consider Before Taking Part in this Research Study 
 
Researchers at the University of South Florida (USF) study many topics.  To do this, we 
need the help of people who agree to take part in a research study.  This form tells you 
about this research study. 
We are asking you to take part in a research study that is called:  The Ecological-
Behavioral-Curricular (EBC) Program 
   
 
The person who is in charge of this research study is Lindsey Hillyard, B.A. 
   
 
The research will be done within the teacher’s school setting.  We want to learn more 
about teacher behavior and their interactions with their students at school.  We will visit 
the school to see how the teacher interacts with their students and engages in activities.  
You will be asked to attend meetings, complete data collection forms, and learn new 
strategies to prevent classroom behavior problems and support positive development. 
    
 
Purpose of the study 
The purpose of this study is to find out if the EBC Program can be an effective way for 
teachers to learn how to manage their classroom’s disruptive behaviors.  In turn, we 
would like to understand how the teacher’s interactions affect student behavior. 
Study Procedures 
If you take part in this study, you will be asked to participate in a pre-screening 
evaluation, which includes three short interview questions about the daily activities in 
your classroom.  A data collector will also observe your classroom during a time or 
activity that you believe is a highly chaotic or disruptive time.  The first four participants 
that score below our criterion of .50 on this measurement will be asked to participate in 
the EBC program.  Teachers that score above .50 on our pre-screening assessment will 
not be able to participate in the study. 
Teachers participating in the five meeting program will be asked to attend one 
meeting a week with the consultant lasting approximately one hour.  Teachers will also 
complete small homework assignments before each meeting.  The consultant will work 
with the teacher to evaluate their classrooms and create classroom management  
interventions to target behavior problems.   The researcher anticipates teacher 
involvement in this study to last about two months from start to finish.  
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Alternatives 
You have the alternative to choose not to participate in this research study.  There are no 
penalties for dropping out of this study at any time.  Your status or employment will not 
be affected for dropping out of this study. 
Benefits 
We don’t know if you will get any benefits by taking part in this study.   Potential 
benefits may be the decrease in your classroom’s disruptive behavior and an increase in 
their academic engaged time.   
Risks or Discomfort 
There are no known risks to those who take part in this study.   
Compensation 
We will not pay you for the time you volunteer while being in this study.     
Confidentiality 
We must keep your study records confidential.  All records containing information about 
this study will be kept in a locked filling cabinet.  However, certain people may need to 
see your study records.  By law, anyone who looks at you records must keep them 
confidential.  The only people who will be allowed to see these records are: 
 Study staff 
 People who make sure that we are doing the study in the right way.  They also 
make sure that we protect your rights and safety: 
o The USF Institutional Review Board 
o The United States Department of Health and Human Services(DHHS) 
 
We may publish what we learn from this study.  If we do, we will not let anyone know 
your name.  We will not publish anything else that would let people know who you are.   
 
Voluntary Participation / Withdrawal 
You should only take part in this study if you want to volunteer.  You should not feel that 
there is any pressure to take part in the study, to please contact the investigator or the 
research staff.  You are free to participate in this research or withdraw at any time.  There 
will be no penalty or loss of benefits you are entitled to receive if you stop taking part in 
this study.   
Questions, concerns, or complaints 
If you have any questions, concerns or complaints about this study, call Lindsey Hillyard 
at (863)604-3771. 
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If you have questions about your rights, general questions, complaints, or issues as a 
person taking part in this study, call the Division of Research Integrity and Compliance 
of the University of South Florida at (813) 974-9343. 
 
Consent to Take Part in this Research Study 
It is up to you to decide whether you want to take part in this study.  If you want to take 
part, please sign the form, if the following statements are true. 
I freely give my consent to take part in this study.  I understand that by signing this 
form I am agreeing to take part in research.  I have received a copy of this form to take 
with me. 
 
            
Signature of Person Taking Part in Study    Date 
 
        
Printed Name of Person Taking Part in Study 
 
Statement of Person Obtaining Informed Consent 
I have carefully explained to the person taking part in the study what he or she can 
expect. 
 
I hereby certify that when this person signs this form, to the best of my knowledge, he or 
she understands: 
 What the study is about. 
 What procedures/interventions/investigational drugs or devices will be used. 
 What the potential benefits might be.  
 What the known risks might be.   
 
I also certify that he or she does not have any problems that could make it hard to 
understand what it means to take part in this research.  This person speaks the language 
that was used to explain this research. 
 
This person reads well enough to understand this form or, if not, this person is able to 
hear and understand when the form is read to him or her. 
 
This person does not have a medical/psychological problem that would compromise 
comprehension and therefore makes it hard to understand what is being explained and 
can, therefore, give informed consent.   
 
This person is not taking drugs that may cloud their judgment or make it hard to 
understand what is being explained and can, therefore, give informed consent.   
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_______________________________________________________________________ 
Signature of Person Obtaining Informed Consent    Date 
 
 
          
Printed Name of Person Obtaining Informed Consent
Appendix D:  Efficacy Scale 
 
         Teacher’s Sense of Efficacy Scale (short form) 
Tschannen-Moran & Hoy, 2001 
 
Teacher Beliefs How much can you do? 
Directions: This questionnaire is designed 
to help us gain a better understanding of the 
kinds of things that create difficulties for 
teachers in their school activities.  Please 
indicate your opinion about each of the 
statements below.  Your answers are 
confidential. 
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1. How much can you do to control the disruptive 
behavior in the classroom? 
 
1 2 3 4 5 6 7 8 9
2. How much can you do to motivate students who 
show low interest in school work? 
 
1 2 3 4 5 6 7 8 9
3. How much can you do to get students to believe 
they can do well in school work? 
 
1 2 3 4 5 6 7 8 9
4. How much can you do to help your students 
value learning? 
 
1 2 3 4 5 6 7 8 9
5. To what extent can you craft good questions for 
your students? 
 
1 2 3 4 5 6 7 8 9
6. How much can you do to get children to follow 
class rules? 
 
1 2 3 4 5 6 7 8 9
7. How much can you do to calm a student who is 
disruptive or noisy? 
 
1 2 3 4 5 6 7 8 9
8. How well can you establish a classroom 
management system with each group of 
students? 
 
1 2 3 4 5 6 7 8 9
9. How much can you use a variety of assessment 
strategies? 
 
1 2 3 4 5 6 7 8 9
10. To what extent can you provide an alternative 
explanation or example when students are 
confused? 
 
1 2 3 4 5 6 7 8 9
11. How much can you assist families in helping 
their children do well in school? 
 
1 2 3 4 5 6 7 8 9
12. How well can you implement alternative 
strategies in your classroom? 
1 2 3 4 5 6 7 8 9
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Appendix E:  Teacher Demographic Survey 
 
Questionnaire about Teachers and Challenging Behaviors 
 
Created by:  
David L. Westling, Ed.D. 
Department of Human Services 
Western Carolina University 
Cullowhee, North Carolina 28723 
 
 
Purpose of the Questionnaire 
 
This questionnaire is designed to gather information about practicing teachers’ views and 
approaches to dealing with challenging behavior exhibited by their students. It is designed for 
elementary and secondary classroom teachers, special education teachers, and specialty area 
teachers (e.g., music, PE, art). It is not intended for school administrators, school 
psychologists, counselors, behavioral consultants, or others not involved in directly teaching 
students on a day to day basis. If you are not a teacher, please indicate so and return the non-
completed questionnaire to the address below.  
 
The results of the questionnaire may be helpful in designing preservice or inservice instruction, 
assessing the effects of past instruction, or recommending reforms to assist teachers in 
addressing challenging behaviors. In order for the results to have maximum utility, candid 
responses are required.  
 
An alphanumeric code is attached to the questionnaire in order to allow follow-up of non-
returned questionnaires.  Individual responses will remain anonymous and no individual 
responder will be identified. The purpose of the questionnaire is not to evaluate the information 
provided by a single responder, but to assess responses from large groups.  
 
Your participation is greatly appreciated and it will make a helpful professional contribution. 
You should be able to complete the questionnaire in 20 to 30 minutes. Thank you.  
 
                                                                                                                     DLW 
 
 
 
 
 
 
 90
Appendix E (Continued) 
 
                          Definition and Examples of Challenging Behavior 
As used on this questionnaire, challenging behaviors are intense behaviors that present 
physical, instructional, or social concerns to the teacher. They disrupt learning, are dangerous 
to the student or others, cause physical pain, cause property damage, or seriously disrupt the 
teaching-learning process. Challenging behaviors are demonstrated frequently by a student and 
are difficult to manage. Challenging behavior can include any of the following:  
 Defiance and non-compliance: Refusing to follow directions, e.g. not participating in 
required activities, challenging authority, purposefully ignoring rules, etc.  
 Destruction: Damaging significant property, e.g. intentionally breaking windows,  tearing 
up books or other material, breaking classroom equipment, etc.  
 Disruption: Interfering with the normal flow of activities, e.g. interrupting instruction, 
group activities, etc.  
 Illegal behavior: Engaging in acts that violate public laws, e.g. theft, vandalism, technology 
abuse, substance abuse, etc. 
 Physical aggression: Physically attacking another person, e.g. hitting, kicking, fighting, etc.  
 Self-injury: Causing physical damage to oneself, e.g. self-hitting, self-biting, etc.  
 Social withdrawal: Demonstrates reluctance to participate in normal activities, tends to 
retreat and avoid interpersonal contacts, e.g. does not like to participate in typical 
classroom or recreational activities with other students 
 Socially inappropriate behavior: Engaging in unacceptable behavior, e.g. making 
inappropriate sounds, talking too loud, talking about an inappropriate subject, making 
offensive gestures, etc.  
 Stereotypy: Engaging in repetitive acts, e.g. hand flapping, spinning, twirling, etc.   
 Verbal aggression: Verbally attacking another person, e.g. taunting, challenging, name 
calling, threatening, etc.  
  
 
Your Beliefs about Challenging Behavior  
 
Directions: Please indicate your level of agreement with each of the following statements about 
the challenging behaviors that occur in your classroom.  Use this scale: 
5: I strongly agree  
4: I agree  
3: I do not agree or disagree 
2: I disagree 
1: I strongly disagree 
 
Many challenging behaviors are due to the person’s personality 5   4   3   2   1 
Many challenging behaviors are due to a  medical or physical reason 5   4   3   2   1  
Many challenging behaviors are due to a person’s disability 5   4   3   2   1   
Many challenging behaviors originate in the home or community 5   4   3   2   1    
Many challenging behaviors are learned 5   4   3   2   1    
Most challenging behaviors can be improved 5   4   3   2   1    
 91
Appendix E (Continued) 
 
 
Your Students and Their Behavior (Part 1) 
 
Directions: Enter the number of students that you teach in each of the following categories, and 
of that number, the number of students who exhibit any type of challenging behavior, based on 
the definition given above. Use only the student’s primary category, do not count a student in 
more than one category.  If you are not sure, please use approximate numbers. 
 
Category of Students Number of Students in this 
Category 
 Number in this Category 
Who Exhibit Challenging 
Behavior 
No Identified Disabilities   
 
ADHD  
 
 
Autism or other PDD  
 
 
Deaf-Blindness  
 
 
Emotional Disturbance/ 
Behavior Disorders 
  
Hearing Impairment/  
Deafness 
  
Mild – Moderate Mental 
Retardation 
  
Severe – Profound Mental 
Retardation 
  
Developmental Disabilities  
 
 
Multiple Disabilities  
 
 
Orthopedic Impairments  
 
 
Other Health Impairments  
 
 
Specific Learning Disabilities  
 
 
Speech or Language 
Impairments 
  
Traumatic Brain Injury  
 
 
Visual Impairment/ Blindness  
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Your Students and Their Behavior (Part 2) 
 
Directions: How many of your students exhibit behaviors in the following categories. (Use the 
definition and examples previously given.) You can count a student more than once if the 
student exhibits a behavior in more than one category. If you are not sure, please use 
approximate numbers. 
 
Category of Challenging Behavior Number of Students Who Exhibit This Kind 
of Behavior 
 Defiance and non-compliance  
 Destruction  
 Disruption  
 Illegal behavior  
 Physical aggression  
 Self-injury  
 Social withdrawal  
 Socially inappropriate behavior  
 Stereotypy  
 
 
Your Professional Preparation for Dealing with Challenging Behaviors 
Directions:  Please indicate the quality of preservice preparation and inservice preparation you 
have received in the following areas, and your confidence in your ability to apply the skills you 
have learned in these areas.  Use the rating system provided for your response.  
  
Degree of 
Preservice Preparation 
Degree of 
Inservice Preparation 
Confidence in 
Ability to Apply 
 
 
Area of Training 3: Extensive 
2: Adequate 
1: Minimal 
0: None 
3: Extensive 
2: Adequate 
1: Minimal 
0: None 
3: Highly confident 
2: Confident 
1: Little confidence 
0: Unconfident 
Principles of Applied 
Behavior Analysis 
 
3     2     1     0 
 
3     2     1     0 
 
3     2     1     0 
Functional Behavioral 
Assessment  
 
3     2     1     0 
 
3     2     1     0 
 
3     2     1     0 
Classroom 
Management  
 
3     2     1     0 
 
3     2     1     0 
 
3     2     1     0 
Individual Behavioral 
Interventions 
 
3     2     1     0 
 
3     2     1     0 
 
3     2     1     0 
Data Collection and 
Assessment 
 
3     2     1     0 
 
3     2     1     0 
 
3     2     1     0 
School-wide Positive 
Behavior Supports 
 
3     2     1     0 
 
3     2     1     0 
 
3     2     1     0 
Other Training 
(specify) 
 
3     2     1     0 
 
3     2     1     0 
 
3     2     1     0 
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Your Confidence in Your Ability to Deal with Challenging Behaviors 
 
Directions: Please indicate your level of agreement with each of the following statements. Use 
this scale: 
5: I strongly agree 
4: I agree 
3: I neither agree nor disagree 
2: I disagree 
1: I strongly disagree 
 
I had adequate preservice professional training to deal with most 
challenging behaviors. 
 
5   4   3   2   1   
I had adequate inservice professional training to deal with most 
challenging behaviors. 
 
5   4   3   2   1   
Since I have been teaching, I have increased my ability to deal with most 
challenging behaviors.  
 
5   4   3   2   1   
At this time, I have sufficient knowledge and skills to deal with most 
challenging behaviors. 
 
5   4   3   2   1   
 
Current Strategies You Use for Dealing with Challenging Behaviors 
 
Directions: Please indicate how often you use each of the following strategies when attempting 
to improve challenging behavior. Use the following scale: 
 
5: I always use this strategy 
4: I usually use this strategy 
3: I sometimes use this strategy 
2: I rarely use this strategy 
1: I never use this strategy 
 
I observe the student and take notes about the behavior to determine 
what causes the behavior to occur.  
 
5   4   3   2   1      
I interview and take notes from other people, like parents or other 
teachers, to try to determine what causes the behavior to occur. 
 
5   4   3   2   1 
I try to identify conditions that trigger the behavior (antecedents) so that 
they can be avoided. 
 
5   4   3   2   1 
I try to determine the purpose or function of the behavior and teach a 
more acceptable behavior or skill. 
 
5   4   3   2   1 
I try to reinforce desirable behavior and avoid accidentally reinforcing 
undesirable behavior.  
 
5   4   3   2   1 
When I use positive reinforcement, I use social reinforcement such as 
praise and attention for appropriate behavior.  
 
5   4   3   2   1 
When I use positive reinforcement, I use tangible reinforcement such as 
food, rewards, or free time for appropriate behavior. 
 
5   4   3   2   1 
I frequently measure the behavior (by counting it or timing it) to see if it 
is occurring more or less often when I try to improve it.  
 
5   4   3   2   1 
I try to improve out of classroom conditions that might affect the 
behavior (such as diet, home conditions, or other factors).  
 
5   4   3   2   1 
 
 
 
 94
Appendix E (Continued) 
 
I change my interactions with students to try improve their behavior, e.g. 
by offering choices, by the way I speak. 
 
5   4   3   2   1 
I change the physical arrangements or conditions in my classroom to try 
to improve behavior. 
 
5   4   3   2   1 
I change my curriculum or teaching approach with some students to try 
to improve their behavior. 
 
5   4   3   2   1 
When challenging behavior occurs, I ignore it. 
 
 
5   4   3   2   1 
When challenging behavior occurs, I place the student in time out. 
 
 
5   4   3   2   1 
When challenging behavior occurs, I take away a privilege or desirable 
activity. 
 
5   4   3   2   1 
When challenging behavior occurs, I verbally reprimand the student.  
5   4   3   2   1 
When challenging behavior occurs I send the student to the office. 
 
 
5   4   3   2   1 
Overall, I use a behavior intervention plan based on observational data 
and information acquired through interviews.  
 
5   4   3   2   1 
 
 
Support and Collaboration You Receive When Dealing  
with Challenging Behaviors 
 
Directions: Please indicate your level of agreement with each of the following statements about 
the support you receive when you must deal with challenging behaviors.  Use this scale: 
 
5: I always have this type of support  
4: I usually have this type of support 
3: I sometimes have this type of support 
 
2: I rarely have this type of support 
1: I never have this type of support 
 
Support from other teachers or paraeducators 5   4   3   2   1 
Support from behavioral specialists 5   4   3   2   1 
Support from building administrators  5   4   3   2   1 
Support from district administrators 5   4   3   2   1 
Support from parents and family members  5   4   3   2   1 
Support from community agency professionals  5   4   3   2   1 
Support from a team in developing a written behavior intervention plan 5   4   3   2   1 
 
 
 
 
 
 
 
 
 
 
 95
Appendix E (Continued) 
 
 
The Effects of Challenging Behavior on  
On You and Your Students 
 
Directions: Please indicate your level of agreement with each of the following statements about 
the effect challenging behavior has on you or your students.  Use this scale: 
 
5: I strongly agree  
4: I agree  
3: I do not agree or disagree 
2: I disagree 
1: I strongly disagree 
 
 
Challenging behavior takes up a significant amount of my time 5   4   3   2   1 
Challenging behavior increases my level of stress 5   4   3   2   1 
Challenging behavior causes me to be a less effective teacher 5   4   3   2   1 
Challenging behavior makes me think about quitting teaching 5   4   3   2   1 
A student with challenging behavior learns less because of the behavior  5   4   3   2   1 
Other students learn less because of the behavior of their classmate 5   4   3   2   1 
 
Please write any other comments you wish to add about students with challenging 
behaviors. 
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Appendix F:  Teacher/Classroom Survey 
 
 
Teacher/Classroom Survey 
 
 
Dear  
 
Thank you for your participation in the Ecological-Behavioral-Curricular Project 
and for your help in completing this brief questionnaire about your own 
teaching experiences and your classroom.  This information will help us understand 
the important differences among classrooms in the project and how those differences 
help shape students’ programs and experiences. 
 
If you have questions about the study or the questionnaire, please call Lindsey 
Hillyard at 863-604-3771. 
 
Thank you in advance for your contribution to this very important project.  Please turn 
the page to begin the survey. 
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Date completed (mm/dd/yyyy):  
ABOUT THE CLASSROOM 
 1.  What is the grade level of this class? (Check ALL that apply): 
 
 Prekindergarten/Kindergarten  3rd grade  6th grade 
 1st grade  4th grade  7th grade 
 2nd grade  5th grade  8th grade 
    
2.  How many of the students in this class are English Language Learners (ELL) [i.e., 
Limited-English-Proficient (LEP) or English-as-a-Second-Language (ESL) students]?  
 
________ Number of ELL (LEP or ESL) students 
 
3.  How many of the following are usually in this classroom?  (Enter ONE number on 
each line.  If none, enter “0”): 
________ Gene ral education students 
________ Special education students 
________ Gene ral education teachers 
________ Special education teachers 
________ Classroom aides  
________ One-to-one instructional assistants 
assigned to a specific student 
________ Other specialists 
________ Adult volunteers 
   
ABOUT YOUR LANGUAGE ARTS, READING, OR ENGLISH INSTRUCTION 
4.  Please indicate how often you use the following instructional groupings for the 
class as a whole during language arts instruction. (Check ONE box in each row): 
 
 Never    Rarely Sometimes Often 
Whole class instruction     
Small group instruction by adult     
Cooperative groups or peer-assisted 
learning     
Individual instruction from a teacher     
Individual instruction from another adult      
5.  How often does the class as a whole engage in the following activities during 
language arts instruction? (Check ONE box in each row): 
 
 Never Rarely Sometimes Often 
Completes a writing assignment     
Read aloud     
Read literature, poetry, plays or dramas     
Read informational materials     
Practice phonics or phonemic skills     
Practice/learn vocabulary     
Read silently     
 
 
 
 
 
 98
Appendix F (Continued) 
 
ABOUT YOU 
13. What is your main assignment at this school (i.e., the activity at which you spend 
most of your time)?  (Check ALL that apply): 
 
 General education teacher 
 
 Itinerant teacher (i.e., provide instruction at  
more than 1 school) 
 Special education teacher  Long-term substitute 
  Other (specify) __________________________ 
 
7. For how many years have you been a teacher?  –How many years at this school? 
 
________ Years in teaching ________ Years teaching at this 
school 
8.  How many years have you taught students who receive special education 
services? 
 
________ Years in teaching special education students 
14. What is the highest level of education you have completed? (Check ONE box): 
 
 High school diploma  Master’s degree 
 Associate’s degree 
 Bachelor’s degree 
 Education specialist/professional  
diploma with at least 1 year of course  
work past a master’s degree 
 At least 1 year of course work beyond a 
bachelor’s but not a graduate degree 
 Doctorate degree 
 Other (specify)________________ 
 
15. Which of following types of certificates, credentials or licenses do you hold in this 
state for your primary teaching assignment? (Check ONE box): 
 
 Regular, standard or advanced certificate  Emergency certificate or  
waiver 
 Probationary, provisional, or temporary certificate  Other (specify)________ 
 
16. Which of the following certificates, credentials, or licenses do you hold in this 
state? (Check ALL that apply): 
 
 General education credential  Physical therapy license 
 Disability-specific credential or endorsement  Occupational therapy license 
 Special education credential or endorsement 
(for more than one disability category) 
 Other (specify) _____________ 
 None 
 Speech/language certification   
17. Please choose one or more categories that best describes your ethnicity: (Check 
ALL that apply): 
 
 American Indian/Alaska Native 
 Asian/Pacific Islander 
 Black, not Hispanic 
 Hispanic 
 White, not Hispanic 
 Other (specify):_____________ 
 Decline 
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ABOUT THE LEVEL OF SUPPORT YOU RECEIVE IN YOUR CLASS 
14.  Which of the following, if any, have been made available to you in order to 
support your teaching efforts with students with behavior problems in your 
class?  (Check ALL that apply): 
 
 Consultation services by special education 
or other staff 
 Co-teaching/team teaching with special 
education and general education teachers 
 In-service training on the needs of these 
students 
 Post graduate preparation in classroom 
behavior management 
 Smaller student load or class  
size 
 Special/modified curriculum 
 Special procedures to use with 
 these students 
 Teacher/instructional assistants 
 Other (specifyj) _____________
 None of these has been  
 provided  
 
 
 
Thank you very much for completing this questionnaire! 
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Baseline 
Social Validity 
 
Please score each item by circling the number that best indicates how you feel about the  
intervention(s) you are currently using.   
 
1. Given this class’s behavior problems, how acceptable do you find the current classroom 
management plan used? 
 
     1                        2                               3                        4                             5      
Not at all                   Neutral        Very acceptable 
acceptable 
 
2. How willing are you to carry out the classroom management plan(s)? 
 
     1                        2                               3                        4                             5     
Not at all                   Neutral       Very willing 
willing 
 
3. To what extent do you think there are disadvantages in following the classroom management plan? 
 
     1                        2                               3                        4                             5      
None                  Neutral                         Many likely 
likely 
 
4. How much time is needed each day for you to carry out the classroom management plan(s)? 
 
     1                        2                               3                        4                             5     
Little time                  Neutral             Much time 
will be needed                  will be 
needed 
 
5. How confident are you that the classroom management plan(s) will be effective for this class? 
 
     1                        2                               3                        4                             5      
Not at all                   Neutral           Very confident 
confident 
 
6. How likely will the classroom management plan(s) make permanent improvements in this 
classroom’s behavior? 
 
     1                        2                               3                        4                             5     
Unlikely                  Neutral         Very likely 
 
7. How disruptive is it to carry out the classroom management plan? 
 
     1                        2                               3                        4                             5      
Not at all                   Neutral                 Very 
disruptive 
Disruptive 
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8. How much do you like the procedures used in the classroom management plan? 
 
     1                        2                               3                        4                             5     
Do not like                  Neutral                            Like them  
them at all                 very much 
9. How willingly do other staff members help carry out the classroom management plan? 
 
     1                        2                               3                        4                             5      
Not at all                   Neutral            Very willing 
willing 
 
10. To what extent are undesirable side-effects likely to result from the classroom management plan? 
 
     1                        2                               3                        4                             5     
No side-                   Neutral            Many side- 
effects likely                effects likely 
 
11. How much discomfort is this student likely to experience during the classroom management plan? 
 
     1                        2                               3                        4                             5      
No discomfort           Neutral       Very much 
at all             discomfort 
 
12. How willing are you in changing your routines to carry out the classroom management plan? 
 
     1                        2                               3                        4                             5      
Not at all                   Neutral      Very willing 
 
13. How well will carrying out the classroom management plan fit into the existing routine? 
 
     1                        2                               3                        4                             5      
Not at all                   Neutral         Very well 
well 
 
14. How effective will the classroom management plan be in teaching your class appropriate 
behavior? 
 
     1                        2                               3                        4                             5      
Not at all                   Neutral       Very effective 
effective 
 
 
15. How well does the goal of the classroom management plan fit with the team’s goals to improve 
the class’s behavior? 
 
     1                        2                               3                        4                             5      
Not at all                   Neutral         Very much 
           
(Adapted from the TREATMENT ACCEPTABILITY RATING FORM—REVISED; TARF-R, Reimers & Wacker, 1988) 
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Post-test 
Social Validity 
Please score each item by circling the number that best indicates how you feel about the 
intervention(s) you are currently using  
 
16. Given this student’s behavior problems, how acceptable do you find the current classroom 
management plan? 
 
     1                        2                               3                        4                             5      
Not at all                   Neutral        Very acceptable 
acceptable 
 
17. How willing are you to carry out this classroom management plan? 
 
     1                        2                               3                        4                             5     
Not at all                   Neutral       Very willing 
willing 
 
18. To what extent do you think there might be disadvantages in following this classroom 
management plan? 
 
     1                        2                               3                        4                             5      
None                  Neutral                         Many likely 
likely 
 
19. How much time will be needed each day for you to carry out this classroom management plan? 
 
     1                        2                               3                        4                             5     
Little time                  Neutral             Much time 
will be needed                  will be 
needed 
 
20. How confident are you that the classroom management plan will be effective for your class? 
 
     1                        2                               3                        4                             5      
Not at all                   Neutral           Very confident 
confident 
 
21. How likely is this classroom management plan to make permanent improvements in your class’s 
behavior? 
 
     1                        2                               3                        4                             5     
Unlikely                  Neutral         Very likely 
 
22. How disruptive will it be to carry out this classroom management plan? 
 
     1                        2                               3                        4                             5      
Not at all                   Neutral                 Very 
disruptive 
Disruptive 
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23.  How much do you like the procedures used in the proposed classroom management plan? 
 
     1                        2                               3                        4                             5     
Do not like                  Neutral                            Like them  
them at all                 very much 
24. How willing will other staff members be to help carry out this classroom management plan? 
 
     1                        2                               3                        4                             5      
Not at all                   Neutral            Very willing 
willing 
 
25. To what extent are undesirable side-effects likely to result from this classroom management plan? 
 
     1                        2                               3                        4                             5     
No side-                   Neutral            Many side- 
effects likely                effects likely 
 
26. How much discomfort is the class likely to experience during this behavior plan? 
 
     1                        2                               3                        4                             5      
No discomfort           Neutral       Very much 
at all             discomfort 
 
27. How willing would you be to change your routines to carry out this classroom management plan? 
 
     1                        2                               3                        4                             5      
Not at all                   Neutral      Very willing 
 
28. How well will carrying out this classroom management plan fit into the existing routine? 
 
     1                        2                               3                        4                             5      
Not at all                   Neutral         Very well 
well 
 
29. How effective will the intervention be in teaching your class appropriate behavior? 
 
     1                        2                               3                        4                             5      
Not at all                   Neutral       Very effective 
effective 
 
 
30. How well does the goal of the intervention fit with your goals to improve the class’s behavior? 
 
     1                        2                               3                        4                             5      
Not at all                   Neutral         Very much 
 
 
 
 
(Adapted from the TREATMENT ACCEPTABILITY RATING FORM—REVISED; TARF-R, Reimers & Wacker, 1988) 
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                                                                       Addendum to Social Validity 
 
Do you have any additional comments to make about the intervention and its effect on 
the student and/or the class?  For example, are other students now making additional 
social invites to the student, or does the student seem to do better in other routines not 
targeted for the intervention? 
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EBC Pre-Screening Classroom Assessment Tool 
 
Date:___________________ Rater:____________________ Teacher:______________ 
Directions:  First, interview the teacher and provide their score.  Next, observe the 
classroom and rate the activity based on observations.  The row below the question is for 
comments during observations. 
 
I.  Ecological Factors 
 
 Score 
1.  Activity centers have well-defined parameters and have barriers or 
are spaced far enough apart to prevent student contact.   
1- all activity centers are properly positioned 
.5- some of the activity centers have well defined parameters, however 1 or 2 
centers are not either spaced apart or have barriers to help define parameters 
0- activity centers are located within a close approximation of each other, 
allowing easy contact between centers and do not have well defined 
parameters 
 
Observations: 
 
 
 
 
 
 
2.  Walkways can be easily accessed and teachers can easily access 
students at their desks 
1- All walkways are easy to maneuver and debris free  
.5- Some walkways are tiny and hard to walk down (1-2) 
0- There is debris in the isles and/or most are hard to walk down due to small 
walkways or protruding objects 
 
Observations: 
 
 
 
 
 
 
3.  There are no barriers in the line of student sight when the teacher is 
lecturing, showing the students a visual, or showing instructional 
displays. 
1-All children have access to the teacher and/or other important visual cues, 
such as pictures in a book, material she writes on the board 
.5- Students temporarily loose sight (up to one minute) of teacher/materials 
0- Some students do not have visual access to teacher/materials for longer 
than 1 minute. 
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Observations: 
 
 
 
 
 
 
 
 
4.  3-5 positively stated and well defined classroom rules are posted in a 
position that is easily accessible for all students to see while they are 
sitting in their seats.   
1-There are 3-5 positively stated and well defined rules and all students can 
view classroom rules from their assigned seats  
.5- 1-2 students cannot view classroom rules while sitting in their seats and/or 
some of the rules are positively stated and have definitions while 1-2 rules do 
not.  (there can be no more than 5 rules) 
0- More than 2 children cannot view classroom rules while sitting in their 
seats and/or there are more than 2 rules that are not positively stated or have 
definitions or there are more than 5 rules. 
 
Observations: 
 
 
 
 
 
 
 
 
 
 
II.  Behavioral Factors 
 
 Score 
1.  Rules are taught to children on a weekly basis 
1- Teacher has planned review/teaching times for rules at least once a week 
.5- Teacher has planned review/teaching times for rules once every two weeks 
or longer 
0- There are no planned review/teaching times for rules built into the schedule 
 
Observations: 
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2.  A reinforcement system is in place for rewarding appropriate student 
behavior 
1- Rewards are given multiple times a day as reinforcement for appropriate 
behavior.  Everyone has a chance to earn tokens throughout the day. 
.5- Some rewards are given out during the day.  Children are not always 
eligible to earn tokens. 
0- There is no reinforcement system in place/ rewards are given for other 
reasons unrelated to appropriate behavior. 
 
 
Observations: 
 
 
 
 
 
 
 
 
 
 
 
III. Curricular Factors 
 
 Score 
1.  The teacher provides choices throughout the activity or a choice of 
activities to students 
1- Teacher provides two or more choices during activity(observation period?) 
.5- Teacher provides one choice during activity 
0- The teacher does not provide any choices to students during activities 
(observation period) 
 
Observations: 
 
 
 
 
 
 
 
 
2.  Student interest is incorporated into the lesson or activity  
1- Teacher has knowledge of student interests and incorporates those interests 
into assignments when possible 
.5- Teacher does not have direct knowledge of student interests, but tries to 
incorporate “age appropriate” interests into assignments 
0- Student interests are not incorporated into assignments 
 
 
 108
Appendix H (Continued) 
 
Observations: 
 
 
 
 
 
 
 
 
3.  Teacher reviews previously learned material during new lessons. 
1- Teacher reviews mastered materials before teaching new material (related 
to same subject) and intersperses some of the mastered material into various 
parts of the new assignments 
.5- Teacher reviews mastered materials only at the beginning of new 
assignments 
0- Mastered material is not reviewed prior or during new assignments  
 
Observations: 
 
 
 
 
 
 
 
 
4.  Assignments have meaningful outcomes for students 
1- Approx. 100%-50% of assignments are completed to be used (letter written 
for Santa Claus, assignment to be displayed in the halls, art created to give to 
nursing homes, stories created for class competition) 
.5- Approx. 49%-10% of assignments are completed to be used 
0- Approx.  9% or less of papers/assignments are graded and are not handed 
back to the child or they are handed back to the child to take home with no 
functional purpose 
 
Observations: 
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5.  Teacher uses other materials, methods of providing instructions other 
than vocal instructions 
1- Teacher provides other methods of instructions (visual charts, tables, flow 
charts, songs, teacher advises students to take 2 minutes to recite instructions 
to neighbors, specific hand gestures)  
.5- Teachers only other method of providing instructions other than vocal 
instructions are written instructions on child’s worksheet 
0-  Teacher only provides vocal instructions during activity 
 
Observations: 
 
 
 
 
 
 
 
 
6. Students have different ways of responding to questions or working out 
problems other than traditional methods. 
1- Teacher allows students to respond in different ways (dry erase board, 
buzzer, tell another student, write answer on board) 
0- Students only use traditional methods for answering/responding to 
questions (raising hand, calling out answers randomly)  
 
Observations: 
 
 
 
 
 
 
 
 
 
 
 
Consultant Score__________________      Teacher Interview Score_________________   
 
 
IOA data collector Name______________________________ 
 
IOA data collector Score_________________      IOA interview type________________   
 
 
 
Appendix I: Behavior Rating Scale 
Teacher:  _________________         
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Target Behavior Definitions: 
1. 
2.
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Appendix J: Engagement Check II Data Collection Sheet 
 
Engaged/Present        
CS 
Engaged/Present      
CS 
Engaged/Present         
CS 
Engaged/Present     
CS 
Engaged/Present     
CS 
Engaged/Present      
CS 
1 2 3 4 5 6 
 
            /          
 
            / 
 
            / 
 
          / 
 
          / 
 
          / 
7 8 9 10 11 12 
 
           /              
 
           /          
 
            /          
 
           /          
 
           /          
 
           /   
13 14 15 16 17 18 
 
           / 
 
          / 
 
            / 
 
           / 
 
           / 
 
           / 
19 20 21 22 23 24 
 
           / 
 
           / 
 
            / 
 
           / 
 
           / 
 
           / 
25 26 27 28 29 30 
 
           / 
 
          / 
 
            / 
 
           / 
 
           / 
 
           / 
31 32 33 34 35 36 
 
           / 
 
          / 
 
            / 
 
           / 
 
           / 
 
           / 
37 38 39 40 41 42 
 
           / 
 
          / 
 
            / 
 
           / 
 
           / 
 
           / 
43 44 45 46 47 48 
 
           / 
 
           / 
 
            / 
 
           / 
 
           / 
 
           / 
49 50 
 
           / 
 
           / 
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Teacher:_______________________________ 
Date:_________________________________ 
Data Collector:_________________________ 
Time Started:__________________________ 
Time Ended:___________________________ 
Academic Engagement: 
Academic engaged time means that the student is appropriately engaged in working on assigned academic material that is 
geared toward his/her ability and skill levels.  While academically engaged, the student is: 
 Attending to the material or task 
 Making appropriate motor responses 
 Asking for assistance 
 
Examples of appropriate AET student activities include the following: 
 
 Interacting with the teacher or classmates about academic matters                
 Following established classroom rules 
 Following teacher directions 
 Listening to the teacher give instructions, directions, or explanations 
 Complying with teacher requests 
 Attending to activities 
 Cooperating and sharing 
 Interacting appropriately with other children 
 Gaining other children’s attention appropriately 
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 Gaining teacher attention appropriately 
 Participating well in group activities 
 Initiating positive social interactions with peers 
 Expressing anger appropriately 
 Initiating positive social interactions with peers 
 Having appropriate social contact with other children 
 Showing positive social behavior with other children 
 Participating in games and activities 
 Joining in with others. 
 
Some non-examples of engagement include: 
 Not attending to or working on the assigned task 
 Breaking classroom rules 
 Daydreaming 
 Being very demanding of teacher attention 
 Disturbing other students 
 Arguing with a teacher or student 
 Not participating in assigned activity 
 
 
 
 
 
Appendix K:  EBC Process Team Manual 
 
Ecological-Behavioral-Curricular Process  
 
Team Manual 
 
 
August 2007 
 
 
 
 
 
 
 
 
 
 
Adapted from: 
 
University of South Florida & University of Colorado at Denver.  (2006).  Prevent-teach 
reinforce model team manual.  Unpublished manual. 
 
And 
 
Florida’s Positive Behavior Support Project.  (2007).  Classroom PBS: team consultation 
guide.  Unpublished manual. 
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Ecological-Behavioral-Curricular(EBC) Program:  Agreement of Responsibilities 
 
EBC Consultant Responsibilities 
 
The EBC consultant assigned to work with me agrees to: 
 Attend all meetings as scheduled 
 Be on time and prepared to facilitate each meeting in a professional and efficient 
manner 
 Review assignments at the end of each meeting and check for clarity 
 Remain open to and address questions, comments and concerns 
 Review, analyze, and summarize information and data collected by you 
 Provide up to twelve hours of coaching/training in your classroom prior to fidelity 
implementation 
 
Teacher Responsibilities 
 
As a participant in the EBC program, I agree to: 
 Attend all meetings with the EBC consultant, as scheduled with the consultant 
 Be on time and actively participate in every meeting by being open, asking 
questions, and addressing concerns 
 Provide data (including baseline and posttest) as scheduled with the data collector 
 Complete and submit all assignments by the due dates agreed upon 
 Select and implement a classroom management plan 
 Actively participate in up to 12 hours of coaching sessions with the EBC consultant 
 Allow the EBC consultant to observe implementation of the selected interventions 
and collect data 
 
I have read the information contained in this document and fully understand my role and 
responsibilities for participating in the EBC Project.  I agree to comply with the activities 
outlined in this EBC “Letter of Agreement.” 
 
 
_____________________________________                                 __________________ 
Teacher Signature                                                                               Date 
 
_____________________________________                                 __________________ 
EBC Consultant                                                                                  Date 
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EBC Meeting Overview 
 
 
Initial Meeting:  60 minutes 
Distribute and review materials 
Complete paperwork 
Overview of EBC Process 
Overview of data collection 
Develop data collection measure (Behavior rating scale-BRS) 
 
Meeting 1- Goal setting:  60 minutes 
Review behavior rating scale data 
Identify short term and long term goals 
Review results from the Classroom management assessment pre-screening tool 
Review next assignment and confirm meeting date 
 
Meeting 2-Creating Classroom Management Plan: 60-120 minutes 
Review behavior rating scale 
Review EBC interventions scoring table 
Develop behavior intervention plan 
Discuss coaching process & schedule coaching/training session 
Discuss fidelity measures 
Review assignments and confirm meeting date 
 
Coaching meeting:  45-60 minutes                                                                                                 
Review planned interventions  
Make necessary changes 
Discuss and role-play planned classroom management strategies 
 
Meeting 3- Evaluation: 30 minutes 
Review behavior rating scale data 
Discuss technical assistance procedures 
Distribute and review post-test assessment measures 
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Assessments completed by the teacher: 
 Behavior rating scale(BRS): Measures the intensity, frequency, and/or duration of 
targeted behaviors 
 Classroom/Teacher Characteristics Survey(CTS)- Addresses the overall classroom 
and instructional design and the teacher’s professional training. 
 Teachers and challenging behaviors questionnaire(QTCB)- Addresses the 
classroom design, the teacher’s professional training and the teacher’s experience with 
and beliefs concerning problem behaviors. 
 Social validity- Measures teacher acceptability of interventions 
 Efficacy scale- Accesses the behaviors that teachers find difficult in their classrooms 
 
 
Assessments Completed by the data collector: 
 Student Engagement Time- Measure’s all student’s on-task behavior.  Conducted 
during two twenty minute work sessions, preferably on different days. 
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Preface 
 
I. EBC Overview 
 
Welcome to the Ecological-Behavioral-Curricular research project.  You are involved in 
a project that may have an impact on how classroom management programs are created 
in the future.  Your participation is greatly appreciated. 
 
This manual is designed to guide teachers through the EBC process for supporting 
classrooms with student disruptive behavior.  EBC is a model of positive behavior 
support and is aligned largely on the principles and procedures of applied behavior 
analysis (ABA).   
 
While EBC can be used with students at all levels of functioning, it may be of limited 
effectiveness if the behavior problems are related to or caused by medical or 
psychological factors or temporary disruptions in a student’s living situation.  If medical, 
psychological, or severe disruptions in the student’s home life are suspected, it is 
recommended that appropriate professionals address these factors before initiating the 
EBC process. 
 
The EBC model consists of three components.  Classroom interventions include 
procedures involving the manipulation of the environment, or ecological factors, behavior 
systems, and modifications to the curriculum.  The environment can be modifies by 
rearranging furniture, materials on walls, and seating arrangements.  Behavior systems 
can be modified by creating specific classroom rules, implementing a classroom token 
economy, and teaching appropriate behavior skills regularly.  Finally, the curriculum can 
be modified by giving instructions differently or arranging the activities in different 
orders.  It is important that all classrooms receive supports from at least two of these 
areas. 
 
 
 
The EBC Manual consists of three chapters, one for each step of the EBC process. 
 
1. Goal setting 
2. Creating interventions 
3. Evaluation 
 
Some of the chapters may be completed quickly, depending upon your experience and the 
amount of planning that has already occurred.  Most of the time will be centered around 
meeting 2.   
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II.  Behavior Rating Scale 
Today, we will be discussing the classroom behaviors that you would like to target during 
this process.  A Behavior Rating Scale will be used to assist you in collecting data on the 
class’s targeted behaviors.  The EBC consultant assist you in developing the BRS data 
sheet during Meeting 1 and teach you how to use it.  The Behavior Rating Scale may be 
copied and should be completed twice a day for the duration of your involvement with 
the EBC project. 
 
 
Behavior Rating Scale Directions 
 
1. Look at the sample Behavior Rating Scale.  You will notice a place on the left to 
list the target behaviors identified for the class.  Next to the targeted behaviors are key 
words to define which number to circle.  Definitions should be identified by describing 
“what the behavior looks like.”  For each behavior goal selected, the team should decide 
on the anchor points for measurement purposes.  The values range from 1 to 5 and relate 
to the intensity, frequency, or duration of the targeted behavior.  A 1 should represent the 
behavior on the worst day. A 5 should be defined as an appropriate goal for the behavior. 
 
2. Now that you have set up the Behavior Rating Scale, now you must use it.  
Behavior ratings will occur twice a day.  Minutes before, or during your student’s lunch, 
circle the behavior scale ratings for the morning.  Also, minutes before your students 
leave to go home, or once the class has left your classroom for the day, circle the 
behavior scale ratings for the afternoon.  Place a circle over the ratings for the morning 
and an X over the ratings for the afternoon.  Place a circle and an X over the same 
number if the ratings are the same for that day.   
 
 
 
 
 
 
 
                                                                                     Appendix K (Continued) 
 
Behavior Rating Scale 
Teacher ID _________ 
 
 
Behavior 
D
a
t
e
 
2
-
1
2
-
0
7
 
              
L
e
a
v
i
n
g
 
t
h
e
 
A
r
e
a
 
 
2  t i m e s  o r  l e s s  
3 - 4  t i m e s  
5 - 6  t i m e s  
7 - 8  t i m e s  
9  t i m e s  o r  m o r e  
 
5  
4  
3  
2  
1  
 
5  
4  
3  
2  
1  
 
5  
4  
3  
2  
1  
 
5  
4  
3  
2  
1  
 
5  
4  
3  
2  
1  
 
5  
4  
3  
2  
1  
 
5  
4  
3  
2  
1  
 
5  
4  
3  
2  
1  
 
5  
4  
3  
2  
1  
 
5  
4  
3  
2  
1  
 
5  
4  
3  
2  
1  
 
5  
4  
3  
2  
1  
 
5  
4  
3  
2  
1  
 
5  
4  
3  
2  
1  
 
5  
4  
3  
2  
1  
A
g
g
r
e
s
i
o
n
  
N e v e r  
1 t i m e  
2  t i m e s  
3  t i m e s  
4 t i m e s  o r  m o r e  
 
5  
4  
3  
2  
1  
 
5  
4  
3  
2  
1  
 
5  
4  
3  
2  
1  
 
5  
4  
3  
2  
1  
 
5  
4  
3  
2  
1  
 
5  
4  
3  
2  
1  
 
5  
4  
3  
2  
1  
 
5  
4  
3  
2  
1  
 
5  
4  
3  
2  
1  
 
5  
4  
3  
2  
1  
 
5  
4  
3  
2  
1  
 
5  
4  
3  
2  
1  
 
5  
4  
3  
2  
1  
 
5  
4  
3  
2  
1  
 
5  
4  
3  
2  
1  
F
o
l
l
o
w
i
n
g
 
D
i
r
e
c
t
i
o
n
s
  
9 0 %  o r  h i g h e r  
8 0 - 9 0 %  
7 0 - 7 9 %  
6 0 - 6 9 %  
7 0 %  o r  l o w e r  
 
5  
4  
3  
2  
1  
 
5  
4  
3  
2  
1  
 
5  
4  
3  
2  
1  
 
5  
4  
3  
2  
1  
 
5  
4  
3  
2  
1  
 
5  
4  
3  
2  
1  
 
5  
4  
3  
2  
1  
 
5  
4  
3  
2  
1  
 
5  
4  
3  
2  
1  
 
5  
4  
3  
2  
1  
 
5  
4  
3  
2  
1  
 
5  
4  
3  
2  
1  
 
5  
4  
3  
2  
1  
 
5  
4  
3  
2  
1  
 
5  
4  
3  
2  
1  
KEY: 
Leaving the Area:  When a student leaves his or her activity center without permission during centers.   
Aggression:  Any time another student hits, kicks, punches, or pinches another student during the day. 
Following directions:  Any time students comply with teacher requests within two teacher prompts. 
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Behavior Rating Scale 
    Classroom ID____________         
 
 
Behavior 
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2
-
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Chapter 1:  Goal Setting 
 
I.  Overview and Objectives 
 
 The next step in the process regards your visions for the broad, future outcomes of 
your classroom.  The development of short-term goals will involve specific activities that 
need to occur to achieve the desired vision.  During meeting 1, you will discuss your 
vision for you and your classroom as a whole and determine appropriate short-term goals. 
 
Chapter 1 will assist you to: 
1. Establish short-term goals for the classroom 
2. Identify antecedents, behaviors, and consequences within your classroom as 
observed by the consultant 
 
II. Goal setting:  Establishing Short-Term Goals of Intervention 
 
Before determining short-term goals for the classroom, you should think about the 
vision or the broad outcomes they hope the classroom to achieve.  Examples of short-
term goals are on the next page.   
 
 If your students are primarily Exceptional Student Education (ESE), you can look 
into their Individual Educational Plans and try to find common goals among the 
students in your classroom.  You can use the annual goals established for these 
children as your vision or broad outcomes in this process.   
 
There are four main areas to think about when determining broad outcomes.  These 
include: 
1. The setting (educational or community) in which the class will be included 
2. Social relationships the students will have in their lives 
3. Curriculum or academic success 
4. Behavior outcomes 
 
Next, apply your vision to assist you in developing short-term goals for the 
classroom.  Short term goals are the specific outcomes that need to occur to obtain 
the broad goals that you have determined.  These goals will be referred to 
throughout the EBC intervention process.  The short-term goals considered by 
your team need to address the following areas: 
 A reduction of the specific problem behavior(s) the majority of the 
class displays 
 An increase in pro-social and/or academic behaviors you would like to 
see your students achieve. 
 An increase in the appropriate, desired replacement behavior(s) you 
would like to see the students display. 
                                               
 123
Appendix K (Continued) 
 
Developing Short-Term Goals                                   
 
 
Directions:   
 Complete the following page by filling in possible short-term goals (6 
months) for the student in each area listed.   
 
Steps for establishing short-term goals 
 
1. Be as specific as possible when defining behaviors to be increased and 
decreased. 
2. Make sure goals address problem behaviors and pro-social behaviors.  The 
goals should be clearly defined or operationalized.  Check to make sure each 
goal is: 
a. Observable(can be seen or heard) 
b. Measurable(can be counted or timed) 
c. Significant(impact on student’s life) 
3. After reviewing and discussing the goals during meeting 1, you and the 
consultant will come to a consensus of the top three to five short-term goals.   
 
                 Example:  Short-Term Goals for Mrs. Smith’s class 
 
 
                          Ecological                                 Behavioral                     Curricular 
B
ro
ad
 G
oa
l 
Students will keep the 
room neat and orderly 
 
 
Students will respect their peers  Increase task engagement and 
complete all assignments 
Students will stop 
throwing their backpack 
and lunchboxes down by 
their desks, blocking the 
isle way. 
Students will decrease talking 
out during lessons during another 
peer’s turn to talk 
Students will stop talking 
with each other during 
independent work 
assignments 
Students will hang up their 
lunchboxes and backpacks 
when they arrive in the 
classroom so no one trips 
on them 
Students will be supportive of 
one another by waiting their turn 
to answer questions or raising 
their hands 
Students will work on their 
assignments quietly at their 
own seats for at least 80% of 
the activity. 
D
ec
re
as
e 
In
cr
ea
se
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Developing Short Term Goals 
 
 
Short-Term Goals for ___________________________________________ 
 
 
 
 
Ecological              Behavioral                 Curricular 
 
 
 
 
 
 
 
 
 
 
 
  
 
 
 
 
 
 
 
 
 
 
  
 
 
 
 
 
 
 
 
 
 
  
B
ro
ad
 G
oa
ls
 
D
ec
re
as
e 
  I
nc
re
as
e 
 
       Congratulations! You have completed your assignment for Meeting 1! 
       Please continue to the next page 
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                                 Chapter 2:  EBC Intervention 
 
I.  Overview and Objectives 
 
 Based on the classroom assessment outcomes and the ABC information collected 
from the consultant, we will collaborate to develop an Intervention Plan.  The 
intervention plan should compliment the short-term goals from chapter 1.  The EBC 
Intervention Plan will include at least two of the three areas: 
1. Ecology, or environment 
2. Curriculum revisions 
3. Behavior systems 
 
II.  EBC Interventions 
 
To develop an intervention plan, you should refer to the short-term goals, ABC 
information, and the classroom management assessment conducted in your classroom 
prior to this program.  These materials will assist you in selecting the appropriate 
interventions that will most likely by effective for your classroom.  It is important to 
select at least one ecological and behavioral intervention and at least three curricular 
interventions, although not all of the interventions chosen will be implemented in the 
final plan.   
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Ecological Behavior Interventions 
 
 The following are intervention descriptions that can be used to manipulate the 
ecological settings in your classroom to reduce disruptive behaviors and may be 
considered for the use within the “ecological” section of the intervention.  Please select at 
least one type of ecological adaptation that you think would best act as a preventative 
measure for disruptive behavior in your classroom. 
 
 
 
Ecological Adaptations 
 
Research shows that the most effective schools are those with a well-ordered 
environment and high academic expectations. Ecological adaptations involve modifying 
the environment rather than the curriculum or instruction. Modifying classrooms so as 
to create an orderly learning environment where academic performance is expected of 
all students is therefore one way to enable students with social, behavioral, or emotional 
needs to cope with demands while learning new skills.  
 
Three Types of Ecological Adaptations 
 Where- Adapt the place 
 When- Adapt the schedule 
 Who- Adapt the staff or grouping 
 
1.  Where 
 
Modifying the place may include: 
 Providing access to privacy for a student who has difficulty concentrating or 
staying on task (study carrel, trip to another teacher’s room) 
 Minimizing congestion and clearing traffic lanes 
 Positioning groups/stations to minimize distractions 
 Clearing lines of vision to students 
 Allowing students to see all instructional displays 
 Posting behavioral expectations clearly 
 
For example, when the Mr. Whitehead’s kindergarten students walk into the classroom in 
the morning, they often throw their backpacks on the floor surrounding their desks, 
causing the walkways to become inaccessible.  Mr. Whitehead, as well as the students, 
are constantly having to step over and around backpacks when participating in center  
activities.  To avoid the backpack congestion, Mr. Whitehead had the janitor install hooks 
by the door so the children can hang their backpacks away from the desk areas. 
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2.  When 
 
Modifying the schedule may include: 
 Adapting daily schedule to provide additional breaks 
 Finding opportunities for a student to spend extra time with preferred adults or 
peers 
 Posting the daily class schedule 
 Developing individual student schedules as needed 
 Utilizing visuals if necessary 
 Posting procedures for transition time and non-transition times 
 Labeling the classroom 
 Establishing predictable routines 
 Color coding information 
 
For example, Mrs. Cassie often has a constant stream of children at her desk in the 
morning asking when they will be performing certain activities throughout the day.  The 
line of children seems longer on days when special events will be taking place in the 
auditorium.  To avoid this problem, Mrs. Cassie designs a picture schedule of all the 
activities they will be doing throughout the day and hangs the schedule in the front of the 
classroom.  The teacher moves a large red arrow with Velcro on the back over to the next 
activity to signal to the children when activities are changing.   
 
 
3.  Who 
 
Modifying people the student works with may include: 
 Using a different teacher for a particular subject or activity 
 Reducing the adult-to-student ratio 
 Changing the number of peers with whom the student is grouped for instruction 
 Promoting friendships betweens students with and without disabilities 
 Providing opportunities for social inclusion for students with disabilities 
 Embedding mechanisms for daily communication between student and teacher 
 
For example, Jimmy and Henry are best friends and are often talking with each other 
when the teacher is giving directions.  Therefore, Jimmy and Henry often do not hear the 
directions so they begin disrupting other students around them by asking for the 
instructions.  To prevent this problem, the teacher separates Jimmy and Henry during 
instructions by placing each of them on opposite sides of the room and by students who 
are consistently quiet when the teacher gives instructions  
 
             
 
 
 
 128
Appendix K (Continued) 
 
                             Behavior Systems Interventions 
 
The following are intervention descriptions that can be used to manipulate the 
behavior system in your classroom to reduce disruptive behaviors and may be considered 
for the use within the “behavior system” section of the intervention.  Please select at least 
one type of behavior system adaptation that you think would best act to decrease 
disruptive behavior in your classroom. 
 
Developing a Classroom Reward System 
 
Why develop a Classroom Reward System? 
 
• Increases the likelihood that desired behaviors will be repeated 
• Focuses staff and student attention on desired behaviors 
• Fosters a positive climate 
• Reduces the need for engaging in time consuming disciplinary measures 
 
 
Reward System Guidelines 
 
• Reward frequently in the beginning 
• Reward contingent on desired behavior 
• Refrain from threatening the loss of rewards/taking earned items away as a 
strategy for motivating desired behaviors 
• Students are ALWAYS eligible to earn rewards 
• Keep ratios of reinforcement to correction high (4:1) 
• Should complement and supplement the school-wide reward system 
• Use the same school-wide token (if your school has a token system) 
• Give special privileges/rewards for earning tokens in the class (e.g., Tommy 
earned 3 tokens so he is able to participate in the review game on Friday) 
 
Types of Classroom Reward Systems: 
 
 
1.  Independent  
 
• Each student’s behavior determines independently, whether he/she 
receives a reward   
• Each student receives the same consequence for stated behavior 
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 EXAMPLE: 
 
Mrs. Robinson gives Tommy a token for appropriate classroom behavior.  If he 
earns 10 tokens, he may participate in the “Spelling Bee Challenge” or the “Who 
Wants To Be A Millionaire” game at the end of the day. 
 
 
2.  Small Group  
 
• The reward is given to all members of a group 
• Individual performance can effect the entire group 
 
• Members must perform at or better than a specified level to receive a 
reward and are competing with other groups in the class 
 
     EXAMPLE: 
 
 Mrs. Robinson’s class is divided into 4 groups: 
 
• Ex. A  Members of the group help earn tokens for their group and groups that 
earn at least 20 tokens by the end of the day are admitted to compete in the 
“Spelling Bee” or “Who Wants To Be A Millionaire” game. 
 
• Ex. B  Mrs. Robinson’s class is divided into 4 groups.  Each member must earn 5 
tokens each day in order for the entire group to participate in the game (receive a 
reward).  
 
• Ex. C  The 2 groups receiving the highest number of tokens for the day 
participate in the game (receive a reward).  
 
3.  Group  
 
• The entire class is considered one group and work together towards a goal. 
• An individual’s inappropriate behavior effects the reward for the entire 
class. 
 
     Example: 
• Ex. A  If the class earns a total of 30 tokens collectively, there will be a “Spelling 
Bee” or “Who Wants To Be A Millionaire” game at the end of the day.  
 
• Ex. B  If each member of the class earns 5 tokens, the class is rewarded with 
participation in a “Spelling Bee” or “Who Wants To Be A Millionaire” game at 
the end of the day.  If anyone does not earn 5 tokens, the class does not play.  
(More advanced level) 
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4.  Classroom Rules 
 
You will be asked to select three to five classroom rules that are positively stated and 
defined.  Below is an example of classroom rules and how two teachers defined these 
rules to make them relevant in their classroom.  The consultant can help you construct 
your rules, definitions, and ways to teach these rules to your classroom during meeting 2.  
Some examples that may help you with these tasks are written below. 
 
Example: 
1.  Be Safe 
 Walk in the Classroom 
2.  Be Respectful 
 Be to Class on time, Use an indoor voice 
3.  Be Responsible 
 Stay on task, Do your Homework 
 
 
 
 
 
 
 
Be sure to create rules for your classroom based on the specific problem behaviors 
exhibited by your class. 
 
Rules for the Classroom Setting = Specific skills and procedures that you want students 
to engage in while in the classroom. 
Guidelines for Creating Class Rules 
 
• Select a maximum of  5 rules for the classroom 
• Positively stated rules 
• Rules should be observable and measurable 
• Rules should be enforceable  
• You do not need to create a rule for each expectation 
• Choose your rules based on the needs in your classroom  
 
EXAMPLE: 
How Mrs. Hale chose her classroom rules: 
 
1.  Data Collection: 
• Total=28 students 
• Last month they had 31 discipline referrals 
• Referrals summary:  
– Disrespect = 10 
– Fighting = 2   
– Refusal to comply/follow directions = 19 
•  Average students tardy per day = 5 
•  Average students absent per day = 0.5 
•  Percentage of completed assignments = 98% 
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2.  Mrs. Hale then identified her top 3 problem behaviors: 
 
• Top 3 Problem Behaviors: 
– Tardiness 
– Refusal to follow directions 
– Disrespect 
 
3.  Selection of rules for the classroom based on needs in the classroom: 
 
School-wide 
Expectations 
 Mrs. Hale’s Class    Mrs. Lee’s Class  
 
Be Safe 
  - Walk 
 
      -      Sit with your  
              chair on  all 4 legs 
 
Be Responsible 
    -    Be on time for class 
 
    -    Follow the teacher’s      
           instructions 
- Bring your homework 
            every day 
 
Be Respectful 
- Use appropriate 
       language 
 
- Keep your hands, 
feet & objects to 
            yourself 
- Talk when it is your 
turn to talk 
   
  
 
 
 
Once you have developed classroom rules, it is not 
enough to just post the words on the walls of the 
classroom… 
 
   YOU MUST TEACH THEM!           
“If a child doesn’t know how to read, we teach.” 
“If a child doesn’t know how to swim, we teach.” 
“If a child doesn’t know how to multiply, we teach.” 
“If a child doesn’t know how to drive, we teach.” 
“If a child doesn’t know how to behave,  we…  …teach?   …punish?” 
 “Why can’t we finish the last sentence as automatically as we do the others?” 
       (Herner, 1998) 
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Why Develop a System for Teaching Classroom Rules? 
 
• Behaviors are prerequisites for academics 
• To proactively address skill deficits 
• To facilitate a positive & unified class culture 
• Procedures and routines create structure 
• Repetition is key to learning new skills: 
• For a child to learn something new, it needs to be repeated on average of 8 
times 
• For a child to unlearn an old behavior and replace with a new behavior, 
the new behavior must be repeated on average 28 times (Harry Wong) 
 
Ways to Teach Classroom Rules: 
 
1.   Introductory Events: 
 -  Teaching students expectations and rules 
2.  On-going Direct Instruction: 
 -  Specially designed lessons and character education 
3.  Embedding in the Curriculum 
4.  Keeping it Out There: 
     -  Visual Displays (posters, agenda covers, etc.) 
 -  Daily Announcements 
 -  Songs 
 
Guidelines for Teaching Rules  
(see sample lesson plan on next page) 
 
 
1.  Review the rationale and/or application cues for the expectation(s) 
2.  Describe the specific, observable skill(s) for a targeted location and provide examples  
      and non-examples 
3.  Engage students in an activity that will allow them to practice the desired behavior 
4.  Reward appropriate behavior 
 
Sample Lesson Plan for Rules 
Teaching Rules (skill level) 
Cafeteria 
 
 
 
          
1. List Expectations (Circle those 
that apply to selected setting): 
1.  Be Safe 
2.  Follow directions 
3.  Be Respectful 
2. Activity for Reviewing 
Expectations: 
Discuss the school-wide expectations 
while presenting student generated 
posters, icons, and/or photographs  
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   3. Generate Specific Rules for Setting: 
  
 
Expectation 1: Be Safe   
   
Rule A:  Leave length of two hands between you and the person in front of 
you in line. 
 Example                Non-example  
Student stands at a good           Student bumps into student 
distance behind others              in front of line 
   
Rule B:  Touch only items you want and need 
  Example                Non-example 
Student picks up plate               Student picks up apple to 
With desired food item       show other student  
                
Expectation 2: Follow Directions   
   
           Rule A:  Bring your money or lunch ticket      
    
                                  Example               Non-example 
Student has ticket/money              Student does not have ticket/money 
Rule B:  Decide what you want to eat 
          Example               Non-example 
Student orders pizza                      Student stands looking at menu 
             for 5 minutes when asked for order    
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3. Generate Specific Rules for Setting (Continued): 
 
 
Expectation 3: Be Respectful   
   
Rule A: Stand behind last person in line       
Example  Non-example  
  
 
 
 
Student 
approaches 
line and 
stands in back 
Student gets in line 
between two others 
Rule B: Move forward when it’s your turn     
  
Example  Non-example 
   
 
Student walks 
ahead when 
line moves up 
Student is talking 
and is out of line 
 
4. Activities to Allow Students to Practice Desired Behaviors: 
Arrange to have a snack served in the cafeteria immediately after the lesson. 
5. Plan for Rewarding Appropriate Behavior: 
1) The snack can be used as a reward during the initial lesson.  Students who do not 
follow the rules will need to practice the correct behavior before having the snack. 
2) The class can earn extra minutes for preferred activities on Friday if they exhibit 
the correct behaviors in the cafeteria during the week.  An apple representing 2-3 
minutes earned can be posted on the bulletin board each day after lunch. 
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Embedding Expectations/Rules into Curriculum 
 
• Behavior curriculum does not have to be separate 
• Helps to eliminate time crunches 
• Provides a rationale for student- helps students to see how the expectations 
fit into everyday life 
• Meets best practices approach: 
• Hands on activities 
• Meets all learning styles (oral, visual, kinesthetic) 
• Higher order learning activates (synthesize, analyze, etc.)  
 
EXAMPLES: 
 
• Social Studies: 
• Have students research different cultures to find out how they define 
“Respectful” 
• Talk about how different historical events occurred because of conflict and 
come up with solutions on how the conflict could have been resolved 
 
• Language Arts and Reading: 
• Use a novel that has an expectation as a theme 
• Discuss characters in a novel and how they did not show respect, then 
have the students write the story with the character showing respect 
• Have the students develop their own expectations and/or rules and then 
have them write a persuasive essay or debate why theirs should be used 
instead of the school’s 
 
• Fine Arts (Music, Art, Computers, Graphics): 
• When choosing a school play, choose one with a theme centered around 
one of the school expectations or write your own play 
• Have the students compose a song/rap with the expectation 
• Have students come up with a campaign for promoting expectations to the 
entire student body 
 
• Science and/or Math: 
• Have students develop a hypothesis about what they think are the top 
behavior problems at school.  Have them survey students, parents, & 
teachers; make graphs; and reach a conclusion about the hypothesis 
• Have the students count the number of tickets redeemed monthly for 
prizes & graph them. You can include ratio of number of tickets to 
student, # of tickets per teacher, etc.  
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Curricular Interventions 
The following are intervention descriptions that can be used to manipulate the 
curriculum in your classroom to reduce disruptive behaviors and may be considered for 
the use within the “curricular” section of the intervention.  Please select at least one type 
of curricular adaptation that you think would best act to decrease disruptive behavior in 
your classroom. 
 
Curriculum & Instruction Adaptations 
A well-managed classroom typically has students deeply involved in their work. 
Students know what is expected of them and are usually successful. There is little wasted 
time, confusion, or disruption evident in a well-managed classroom. The teacher has a 
discipline plan in place, starts class on-time, and has assignments posted for students. The 
climate is work-oriented, however relaxed and pleasant. The teacher has invested time in 
practicing procedures until they become class routines. The teacher of a well-managed 
classroom can be observed consistently praising students and encouraging them to do 
their best.  
 
Absence of these effective teacher behaviors may result in inappropriate student 
behavior. 
 
An Educational Approach to Behavior Support 
 Because behavior problems are often a reflection of skill deficits, teaching is 
often the best intervention. 
 Because instructional and curricular variables have been found to influence 
student behavior, adaptation of instruction and curriculum can result in improved 
behavior and increased opportunity for learning. 
 
When to Address Curriculum & Instruction 
 Understanding the function of problem behaviors aides in determining the 
appropriate intervention.  
 Upon receiving instructions or directions, problem behavior may occur in the 
form of: 
o Off-task 
o Out-of-area 
o Non-compliant 
o Misuse of materials 
o Escalation upon redirection to task 
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Curricular/Instructional 
Adaptations
Adaptations
Curricular
Adapt what is taught
Instructional
Adapt how it is taught 
and how learning is 
demonstrated
Instructional
Presentation
Meaningful/
Functional
Preference/
Interest
Student 
Response
Alternation
Modality
Format/Materials
Task Division
Choice
Modality
Format/Material
Difficulty
 
Curriculum Adaptations 
 
Adaptations to curricula broaden or alter the scope and sequence to accommodate a 
greater range of student learning goals. In addition, curriculum adaptations are defined as 
any change to part of the teaching-learning process and may include: 
 Teacher instructional methods and strategies 
 Learning activities and instructional materials 
 Performance requirements 
 Testing procedures. 
 
Three Types of Adaptations to Curriculum 
 Difficulty 
 Preference/Interest 
 Meaningfulness 
 
 
1.  Task Difficulty 
 
 
Task difficulty of curricula may be adapted by: 
 Incorporating and alternating mastered skills/activities into novel skills/activities 
 Adjusting the difficulty level (i.e., same story at a lower reading level) 
 Providing errorless learning opportunities 
 Shortening length of difficult assignments 
 Completing task steps at a lower difficulty (i.e., science projects) 
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For example, In Ms. Smith’s classroom, half of the class seems to get lost during the 
math lessons each day.  They are having trouble staying on task and often do not 
complete the assignment.  Mrs. Smith decides to change the curriculum by incorporating 
mastered skills in with the new math lesson.  Now, Mrs. Smith has the children complete 
two digit addition equations while incorporating single digit addition equations into the 
lesson to keep the children’s attention.   
 
2.  Incorporate student interests into curriculum 
 
 
Preference/Interest of curricula may be adapted by: 
 Incorporating student’s preferences in task 
 
For example, many of the children in Mrs. Smith’s class love Pokemon cards.  They talk 
about them often and sometimes bring them to school.  After learning some of the 
Pokemon character’s names, the teacher decides to incorporate the characters into the 
math lesson.  For instance, Mrs. Smith will say “Picachu has twenty poke balls.  If Ash 
takes away five poke balls, how many will Picachu have?”  The teacher also uses math 
materials provided by the Pokemon website created just for teachers to give a visual aid 
for the students in the classroom.   
 
 Alternating preferred with non-preferred tasks 
 Incorporating student’s interests in task 
 
For example, have the students participate in a handwriting activity based upon a topic of 
his/her interest or with a number concept lesson, have student use items of interest as the 
manipulative (i.e., cars, dolls, dogs, coins). 
 
Keep in mind that the instructional objectives remain constant even though you are 
adapting the items used within the lesson.  
 
 
3.  Make Tasks More Meaningful 
 
 
Task Meaningfulness may be adapted by: 
 Teaching skills that help the student participate fully in individual community 
activities 
 Making traditional tasks more purposeful by developing functional activities that 
meet overall objectives 
o General community and/or vocational skills 
o Recreational 
o Creation of a useful product or outcome 
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For example, Mr. Terry often had his students write stories related to the writing style he 
was teaching during the month.  After the students were finished writing their stories, 
they would be graded and given back to the students to put in their desks. 
A more meaningful or functional way to accomplish the same objective would be to have 
the students write their stories to showcase in the hall for the other second grade classes 
or to send to a retirement community for the elderly to read.  Another good use for the 
writing assignments might be for a “home folder” that their parents will receive to see 
how well they are doing at school.  
 
 
Instructional Adaptations 
 
ADAPTING INSTRUCTIONAL PRESENTATION 
Adaptations to instruction involve changing the way in which material is presented and/or 
the way the student practices or demonstrates learning. 
 
Two Types of Instructional Adaptations 
 Instructional Presentation 
o Alternation 
o Modality 
o Format/Materials 
o Task Division 
o Choices 
 Student Responses or Output 
o Modality 
o Format/Material 
 
Adapting the Instructional Presentation 
 
You can adapt the presentation by modifying: 
 The information provided during a lesson or the directions (i.e., difficulty level), 
 The manner in which the information is provided (i.e., brief lectures, 
cues/prompts), and 
 The materials provided for a student during a practice or evaluation activity. 
 
 
4.  Task Alternation 
 
Intersperse activities 
 Novel with familiar 
 Preferred with non-preferred 
 Teacher directed with independent 
 Lecture with interactive activities 
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During Mrs. Harmon’s writing block, all students are asked to write a story using a 
different type of writing style each week.  This week they are writing persuasive essays.  
The children are asked to write a persuasive essay on how to get a foreigner to relocate to 
America.  After receiving the assignment, the children are observed being off task talking 
with their neighbors and asking to get drinks of water and go to the bathroom.  The 
teacher decides to make the task more preferred by changing the assignment.  She directs 
the students to write a persuasive essay to get their parents to buy a toy they really want.  
The children were excited to write how they could manipulate their parents into buying 
their favorite toy and were observed as “ more on task” by Mrs. Harmon 
 
5.  Modality 
 
 
Adapting the presentation modality may include: 
 Reading text aloud to students 
 Accompanying oral information with overheads, graphic organizers, visual 
pictures, or outlines 
 Providing audio or videotapes to accompany textbooks 
 Providing models or demonstrations 
 
For example, Mrs. Elliot usually reads a chapter from the Shiloh book every other day to 
her fifth grade students.  During this reading period, the teacher often observed students 
fidgeting with objects, looking away, and passing notes to other students.  To keep 
students’ attention, she decided to assign each student a page to read during the day.  If 
there were not enough pages to accompany everyone in the class, the students who did 
not read during the activity would be chosen during the next reading time in two days.   
 
6.  Format/Materials 
 
 
Adapting the presentation format/materials may include: 
 Conducting demonstrations and role plays 
 Highlighting a content area textbook (yellow for vocabulary words, blue for 
definitions) 
 Providing large-print materials 
 Providing answer boxes or more room to write on test and worksheets 
 Adding pictures and/or symbols to text 
 
Mr. Jefferson often gave math worksheets to his fourth grade class with lists of times 
tables and multiplication problems.  The worksheets were black and white with twenty 
problems on the front side and twenty problems on the reverse side.  His students have 25 
minutes to finish the assignment, however many of the students do not have the last 10 
problems finished when the math period is over.  To stimulate student interest in the 
worksheets, Mr. Jefferson decides to insert clip art of smiley faces after every row and a  
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thumbs up picture on the bottom of every page.  Mr. Jefferson notices that more students 
spend more time working on their math worksheets with the new look and more math 
problems were finished when math period was over. 
 
 
7.  Task division 
 
 
Adapting the presentation by dividing the task may include: 
 Breaking up the task into smaller units 
 
For example, a math worksheet could be cut into rows, using each row as a separate strip. 
The teacher would provide the student with one strip of math problems to complete at a 
time. After the student completed all problems on the strip, the instructor provides 
feedback and repeats the sequence until the entire math worksheet is completed. 
 
 
8.  Providing Choices 
 
 
Adapting the presentation by presenting choices may include: 
 Choices in task 
 Choices in response method 
 Choices in who to work with 
 Choices in where to complete task 
 
 
For example, during the geography lesson, Ms. Thomas regularly asks students questions 
in which they are supposed to raise their hands and wait to be called upon.  Instead, no 
one raises their hands except for Timmy.  Timmy always raises his hand and it seems like 
he is the only one who provides answers.  The rest of the students seem to be 
daydreaming during the lesson.  In order to increase participation, the teacher decided to 
give the students a choice between a dry erase board or small boxes of sand.  The 
children can decide which method they would like to display the answers to the questions 
that Ms. Thomas asks.  The children can either write the answers down on a dry erase 
board, or the children can write the answer with their fingers in the sand.  By allowing the 
children a choice between their method of answering questions, participation in the 
geography lesson greatly increased. 
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 Adapting Student Responses or Output 
 
Student response or output is defined as the behavior required by the student. Student 
responses may include: 
 Listening to a lecture 
 Reading a resource book 
 Taking notes 
 Organizing and writing information 
 Multiple choice format 
 
 
9.  Adapting Student Responses or Output/Modality 
  
Adapting student response or output modality may involve: 
 Listening to someone else read a test aloud rather than reading it silently 
 Giving oral rather than written directions 
 Using the computer to answer questions to a test verses paper/pencil task 
 Communicating spelling words orally rather than writing them 
 
Mrs. Robertson’s class loves to play games.  They look forward to game time every 
Friday.  Mrs. Robinson notices that many of her students are competitive with one 
another.  Students are often talking loudly and getting out of their seats during the 30 
minute spelling activity when they should be reviewing their spelling words and looking 
up definitions in the dictionary.  Mrs. Robinson decides to create a spelling game to use 
during the spelling activity by splitting the class into two teams.  She provides the 
students with the new spelling words and definitions and allows them to study the sheet 
for 15 minutes independently.  Then the two teams compete in a spelling bee.  Points are 
awarded to teams that spell the word correct and bonus points are given if the team can 
give the correct definition of the word.  After redesigning the 30 minute spelling period to 
include the spelling game, Mrs. Robinson notices a reduction of student’s out of seat 
behavior and talking and an increase in spelling test scores. 
 
10.  Adapting Student Responses or Output/Format Material 
 
Adapting student response or output format/material may involve: 
 Solving functional math problems rather than practicing isolated skills (count 
money rather than using plastic counters) 
 Completing a chart, map, or outline instead of writing an essay about a novel or 
story 
 Using a computer rather than pencil/paper 
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Mr. Conner teaches a third grade class.  For geography, he often has the students 
sit on the carpet while he lectures the new lesson to his students.  During this period, 
students are often off-task and Mr. Conner must spend a quarter of the lesson redirecting 
students back to the lesson and sending students to time-out chairs.  An example of 
adapting student responses or output/Format material would be to have the class fill out a 
worksheet with the answers provided by Mr. Conner throughout the geography lesson.  If 
the students fill in all the missing blanks on the worksheet by listening to Mr. Conner, 
they will be allowed to not answer one of the geography questions assigned as homework 
for that night.  Mr. Conner observed students on-task for the majority of the lesson after 
distributing the worksheets and had to redirect students back on task fewer times.   
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                             EBC Interventions Checklist 
 
Classroom ID__________Date________________ 
Short Term Goals____________________________________________________ 
 
ABC observations to keep in mind: 
 
 
 
Ecological 
Interventions 
Behavior Systems 
Interventions 
Curricular 
Interventions 
 
            
           Where 
          
         *3-5 Positively    
          Stated Rules  
         
         
         Task Difficulty 
 
            
 
            When 
          
            
 
           Independent 
         
         Incorporate Student 
         Interests into          
         Curriculum 
 
            
             Who 
           
            
           Small Group 
         
         Make Tasks More 
         Meaningful 
 
 
          
           Group 
          
         Task Alternation 
 
 
           
         Modality 
 
 
           
         Format/Materials 
   
         Task Division 
   
         Providing Choices 
            
         Adapting Student    
         Responses or      
         Output/Modality 
            
         Adapting Student 
         Responses or 
         Output/Format Material
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Chapter 3:  Evaluation 
 
I.  Overview and Objectives 
 
 Congratulations!  You are at the final step of the EBC Intervention.  Now that you 
have selected interventions to decrease problem behavior and increase prosocial 
behavior, it is important to continue to collect outcome data that will let you know if the 
intervention is effective.  This information will allow you to problem-solve situations that 
are unsuccessful and discuss future technical assistance that may be available with the 
EBC consultant.  Due to the nature of this program, there will be no follow-up 
assessments or appointments with the consultant.   
 
Chapter 3 will assist you to: 
1. Discuss the continued use of the behavior rating scale 
2. Determine an evaluation/monitoring schedule and a method for knowing when the 
intervention is not working. 
3. Decide upon future technical assistance available 
 
II.  Measuring and Evaluating Outcome Data 
 
  
Outcome data are necessary to know whether or not your intervention is 
successful.  The Behavior Rating Scale you have been using since the start of the process 
can continue to be used to collect data on the effectiveness of your interventions.  The 
scale ratings will help you determine if you perceive the behaviors to be improving, not 
improving, or getting worse. 
 
If you would like to collect information on behaviors that have not been targeted 
using the Behavior Rating Scale, you may want to find out how many times (frequency) 
the class exhibits the behavior or you may want to know how long (duration) the majority 
of the class spends engaged in the behavior.  If you wish to collect additional 
information, you can use the behavior rating scale sheet at the end of this chapter to help 
define the five anchor points used in the behavior rating scale.   
 
If a reduction in problem behavior and/or an increase in prosocial behavior are not 
observed, you may need to modify the classroom management plan.   
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